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.  Lifelong learning’is a fact. Learning is an activity that is going on
every day throughout the life of every American. When we trysfo
something about it chances are we might hinder rather th help,
unles$ we think through very carefully what our ultimate o jectives

w are when we deal yith such a concept. : :
“Lifelong learning is a lot like walking. Almost everyone doe
some degree of success. Most of us find out about walking during
infancy, and from ‘the first hesitant steps proceed to develdp our
abilities to a high dégree of skill throughout our youth and young
adulthood. Just as we begin to think we have mastered the art of
. walking, our bodies send ‘us new signals. We grow old, we slow
down, and we discover that we keep on changing physically. Thés,
we continue the learning experiences related to walking throughout
our lives. . -

Isn’t this what we mean by lifelong learning? No one éver stops
learning. We may slow down, stumble, or need to sit- and rest from
time to time, but we continue to discover learning needs all along. It
is a natural undertaking, as difficult to ignore as the desire to keep
on waiking. : .

It is possible to prevent people from walking—we all recognize

* that. We can build' steps too high to climb, make slopes too steep to
" go down, and we can build wall$ and barriers too extensive to”walk .
around. We'tend not to make too\many mistakes like this ly'/cause we .
like to think such things thréugh before we construct them. W& lay a
sidewalk with line and level because\we recognize that we are going.- :
to put it there in order to provide service and support and an easier
way to get from one place to another. :

Pgﬁ])aps.,thig}is playing the ’énalogy out too lbng, but we should .
consider it seriously when we discuss lifelong learning. We must .
think more carefully about the routes we build and the barriers we
erect 10, learning. Like walking, lifelong learning is something we

it -5

Q ' . ’ o
ERIC . . . |

PAFullToxt Provided by ERIC




PAFulToxt Provided by ERIC

/
-

°

rd . T

\ ' -
. . - .

PN - - ' o ,
S . . \
really ‘cannot “do something abdut” until we get our line and level ./
and think through’ what it is we are going to build. o ’
What we-must be Lohcerned with is making suie that evetyone—
every individual in our sodety—has the opportunity to engage in
learning throughout the lifespan We nted to recognize that al-
Mhough learning is something all’of us do, it 1s pot something all oﬁ‘
do equally well or with equal opportunity. Here 1s where publit
. policy issues arise and fuestions need answering.

Access to learning over the lifespan is a growing concern and a real

one. We have intuitively recognized the. fact of lifelong learning all ~

along, but it is only now that this concept is generating a significant
publié conversation. We, need to find out what the policy implications
of that conversation might be. The Bureau of Occupatjonal and
Adult Education (BOAE), in the UsS. Office of Education, has been
concerned for several years now that, on the Federal level at least,
our thinking and talking)about the concept, of lifelong learning,. the
possible programs which” might flow from sueh a concept, and t_he
ways in which we might implement those programs should be a con-
versation that is focused and explicit. "This publication is an outcome
of that concern. ’ « . )

“In 1475, we brought together a groi:xp of ladvisers, representative
of a wide array of interests and backgrounds in our society, to assist
this Buredu in ifs attem\pt to focus on the issues, policies, and possi-
ble programs for providiig hfelong learning oppo‘rtuni(ies for
Americans. One result of the meetirfgs was epcouragement for tHe
Bureau to ask a' number of recognized éxperts to provide informa--
tion and background deScribing the state-of-the-art of education,
particularly adult education, in this country. These manuscripts and
studies were received in the fall of 1975 and represented a vast and
impressive amount of information.

> Such a large body of material required synthests so that it could be

useleo‘ the progress of tur ongoing conwersation about lifelong

learning. Jarftes Brqschart, a fellow from the Institute for Education- *

a) Leadership detailed to the BOAE’s Divisipn of Adult Education,
“uandertook this task, \ R S ‘
“ We are Yyery pleased to have an opportunity to share this work

[ . . . N . -,
with a more general audience. {Until now our own" discussion—has——

been largely an “in-housé” affair. We féel it is time to solicit reactioris
and invite camments from educators, policymakers, and learners
throughout the society. Lifelong learning is a public concern, and it’
deserves a widespread public forum - )

A William F. Pierce
ax R . Deputy Commissioner-
Bureau of Occupational

July 1976 o r and Adult Education
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* This publication presents an overview of adult educavon in the (

United Slalcs, based on mformation from a variety (of expert

S()llli The Bureau-of Occupational and Adult Iudumn()n (BOAE)
requested a set of studv dpcuments to aid in dcwl()pmg position
stgtements that reflected the Bureau's view of the chief issues str-
rounding the copeept of hfcl()n;, lc.mung., This présentation also
gives the. BOAE/an opportunity to express its concerns about pubhc
policy issues afd their implications for adult lear ning. ‘

) 'Ihls synthesisNs an attemptto drase t()gdher the content .of these’
study documents] It 1s not a draft p()sm()n papet for the Bureau.
Rather; the inteyt is to provide a man.lgmblc and accurate p()rlld)dl
of the massl\e set of study materials These doc uments, over a thou-
sa.nq pages addlcsscd—m detail and n dgpth—the f()ll()\\mg l)l()dd
topics. .

e

‘I An overview of the state of .1dul»t lc.unln;, in the United States
today
I1. Evaluation of the benefits of adult learning. ;
I Pr()Jecnons of, n'lf,w:esunmtcs for, future needs of American
- society and the lmph(atmm for adult learning.
IV Assessments of the major pmblenis (()nfmntmg today’s. ddllll
learners. - g

We have undertaken tu\rcport ou the total array of documents re-
questgd by the Bukeau to examine the aforementioned topics To
suppori this discussion we have extrapolated from the m.muscnpts
.and included, a toprcal outline of the “State of the Art”’ of- adult
learnmg today as the appendlx ¢

We have drawn on all the materials for wformation relevant to .
three hmafd areas of |mcsngauon (1) The Adult Learner, (2) The
(,onth for Leawing, and (3) lLifelong L('.nmng., A (()n(cptudl
Pramc .
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To accomplish this, we niixed and. matched inf().rmation from the <« |
documents and extfacted statements from the work of their various
writers. Inevitably, the intended use of cach study’s original context ¢
has been impaired by this approach. The purpose was 1o pull togeth-
er information from these various and broad sources into a some- v
* what abbreviated format. Also,-the intent was to abstract from the
documents those pieces of information .which might elicit wide re-
sponse. Since the audience for this essay is a group of professionals ¢
'whose reactions are sought because we share a comipon ¢oncern for
" the concept of lifelong Jearning, it is hoped that our }esponse's will,
in turn. provide an additional source for assessment and analysis of
future public policy for lifelong learmng. '
. One outcome of this effort to synthedize such djverse information
_should bé noted. It is that few expérts whase¢ work Jvas requested -
agree on certain basjc usages, including the dcﬁnition of key terms
for this discussion. Many of the writers difter over the conceptual
o base for the field of adult edutation. Some of the writers also use the
term“lifelong learnfng” and address the concepts.undcrlying such a
phrase; again, they differ’and often disagree about the meaning to
be ascribed to this term and ta this area of professional concern.
+ The chief caution to be considered, based on this examination of
« the study documents, is that future developments will be difficult if
present disagreqmeh}s among the experts persist. The 'rgad ahead
for adult education and for the emerging concept of lifeldng learn-
' ingis-still unmapped; it would scem that a necessary first step along_
that road,would be tq develop generally acceptable common terms
that would enable us to work toward tonstructing a conceptupl
frame within which both adult education and lifelong learning can

" relate. i * . . .
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1. The Public Policy Issues ‘ ‘
' ‘ RS \ R .
, L

k) 3
What ate the public policy conterns for the development of a con-

‘cept of lifelong learning?

L]

,ﬁx;ogmms? .
L]

O
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* Inatself, a first-order concern for policymakers is whether it is -

in the public interest to concéptualize around a term such as
“Lifclong learning™ at il What are the implications in respect
to already existing public policies for education and learning?
Can a concept of ;rlllclm.lg L-.u ning lead to programs which will
help resolve national problems? If so, which problems and to
what extent? Just as impottant, what problems ate not likely”
to be guscepuble to solution by these means? .
i ress other public jssues and prob-",

Is it more mportant to add
letns at this sime>* s ) . .
What is the responsibilits and or 1ole of government at all lev-
els, both in supporting a concept of lif(h()ng lcaining and in
imlpjcnwhting this concept thiough program des clopment and _
deliverv? ' :
Who is the cdient who would benehit from hfelan learning?
What are the chent’s.wants .and needs? Are these ¢ etermined
bv individuals, by social groups, bv experts, or by officials¥
What programs and policies, both new and-alieady developed,
would best implement.a concept of lifelong leargng?

What delivery svstenys are most appropriate to support those

-

’

) .. N . .
oW can access by the mdividual to opportunites for lifelong

.learning bé developed, o1 conuolled. o1 assured? What is the

relationghip amongaccess to formal, nonformal, and informal
education afd learning? -, .
What is the role of goverpment, educational establishments | =
and agenaes, and other institutions at national, State, and lo-.
cal levels in both program developmen and delivery service?
What is the role of sectors as business, industry, labor, media,
and other private enterprise? '
How can programs that implement concepts of lfelong learn-
ing be financed> What are the issues and implications for
funding strategics—e g . individual entitlements and the Tike?

4 ' l ) ~ ‘
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Should program development for lifelong, learning be con-
cerned with such issues as the transitions from youth to the’
successive stages of gdulthodd and old age? The relationships
among generations? Between family and community life? Life
and work? Work and ‘education? ~ "
To what extent, if any, should accreditation, certification, eval-
uation, and reciproeity be policy fissues for lifelong, learning?
At what level(s) should’they arise? . .
Howsshould the interests of both “consumers”-and “providers”
be protected? What are these interests? . )
What are the special needs of minorities and the disadvan-
taged? Should these be met by special, programs and policies?
Is there a way of constructing a concept o lifelong learning—
and conceivin })rograms to implement it—that serves the to-
tal populﬁi&ﬁo the Nation? .

P

+ “This list of policy issues is admittedly the tip‘df the iceberg: What
lies beneath the surface? - : :

-
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At the outset let us distinguish the adult as a4 person who ts over | 1
the age of 16 and is likely to have social 1oles and responsibilitics
. different from youth o childreén. If the adult i not entolled formal-. .
ly as a full-time student in an educational mstitution this individual .
typically has multiple “pursuits nolving work, family, commynity, ‘
and indiyidual intgrests Thus, adults have economic, domestic, and- .
gitizenship fequirements w hich daim theit time dnd attention =«
These two aspects—time and attention—are crudial whén we add .
the dimenston of learning to an adult’s general 1esponsibilisies. We
~'thereby generate speatfic and significant new conditions for learning
which differ from_those of chilttren and*yourh. These new condttions T
are not only ‘a function of the availability of time and attention, they
are also @ 1ésult of the self-view whigh an adult holds ) N R .
“The characteristics of the adult 'le.u'ner,pgenel.1llv speaking, can be i
grouped into four categories (afver. Brunner, 1959) They furmish us
- with a gencr.al_viq\‘v nfwth'c .1dl_llt as 4 lczuTﬁng‘in‘g’li\idual:' .

.
< T B \

N

.

,

1 . .
.(D) The self-concept of an gdulr as an indhidual has shifted .
from a dependént goward a self-directed view. Hence, ac-
. cording to Brunner, Ifarnmg situations* wotk best for an
adult when thete is a mutual teacher-learner responsibility .
for evaluation of educational needs, setting'goals, formulat-
ing objectives, and evaluating successes. -
, (2) Since the adult has a reservoir of fife experiences, new .
leaining should use methods and techmiques for building on
« these.experiences * Lheetore, a shift away. fromr tradittonal
transmittal techniques—lecture, assigned reading, and the
. Jw.  like—is called for; nstead, action-learning techniques of case !
N method, critical incident processing..diseussion, similations, .
! and projects are apt to be more fraitful to the adult learher. .
; €3) An adult’s readiness to learn is almost always coincident
with his immediate developmental task m respect to role-and
* responsibilities, as compared to the;ybunger learher’s inclina- -

~ v v
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tion to relate learning to selfzdevelopment and the discovery
. . of personal identity. ‘ .
- *, - (4) Consequently, the orientption to learnjng differs with the
‘. . adult in that his desire to learn is directdy related to imme-
. diate application. There is a present dérientation rather thap
“~the more youthful orientation toward the future This im-
‘ plies that a shift from a.subject-centered focus to a problem-
= centered viewpoint is appros)riatc for the adult. Life prob-
lems take a precedence over learning patterns mvolving logi-

. ' " cal subject dle\'clopmcnt. .

'

) (From Brunner, ibid.)"
However much these tenets are open to mvestigation and debate,
the learning theory and educational methodology” which ‘has been
developed on the basis of these perceined charactetistics of the learn-
ing adult has been given the name andragogy, o distinguish this
body of theory from motg t1aditional pedagogy. European investiga-
tors, ‘particularly in Yugoslavia, Germany, and the Scandinavian
countries, "have been largely !cs}})nsibk‘ for articulating the emerg-
. ing concept of andragogy in tesearch and literatwie generated over
the past half-century (Knowles, 1969). .
It is valuable to examie these andragogical requirements and
. measure them against the primary tenets of the two dominant learning
A theories and educatiotral methodologies in contemporary education.
humamisim and behaviotism Even thnu_g_l_\ conceptualization around *
.. the field of andragogy has ot yet ganed widespread acceptance in
this country, some Ametican research tends to support the preced-
ing analysis by providing us with revealing data on the characteristics
. of the adult learnet in respect, to both humanistic and’ hehavioristic

r

’ 77 practices (c.f. Bortner, et al, 1974). g -
- Fal
o ““SOME DEFINITIONS OF LEARNING T e

Learning can ke understood 8 sighify in its,Broadest sense_as—

.‘the+process by which an activity originates ‘or is changed
through reacting to an encountered sttuatton, provided that the

change cannot be explained on the basis of reflexes. instincts,

" maturation, or temporary states of the organism such as fatigue
or drugs. . -+ )

. S (Hilgard, 1956)

This broad nuniverse of activities which ipitiate and support change

—n the organism &clusive of gronth ‘(where behavior matures

through stages irrespective of intery cning\pradi(e) might be usefully

diagramed in the chart on page 5

e Refetting to the categonies descibed fin the *huntan learning”

- chart, we can hrther distinginsh deliberdte, learnmg from 1andom

" leatming, Alan Tough (1973) can descibe lcatnmg shghtly morte
fiarrowly than Hilgard by lt'f('ll'illg to (i(‘lil%(‘l.ll(""tpl()j(“ s

I3
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Leatnmg Post Secondary . Sthuohing Delivers ; Learming
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Schoolmg “tor Credu Svatems “
o
x
v\ Randeyn T earning .
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\ learnmg project w smiply m.ayor . hl}.ihl\, deliberate efort

to gam certam knowledge avd Jkall (o1 to ¢ wnge 1 osome other

way) Some learning projects are efforis
msight. or understanding Others are atte
skill or “performance. or 1o change one's

» gain new knowledge,
mpts to mprove one's
attitudes o1 emotional

reactions

Fhus, Tough's universe of learimg exdudes caegory A "Random
Learning” while retaming all other subsets of the learmng universe
Roger DeCrow (19775) establishes a broad premise which cuts the
Tough unnerse mto two parts It i that most leanung accumulates
from owr dailv expenences meduaed through personal interactions
with familv and friends m Jocal contents (categoy B): bowever.
© mamy important learnmg needs requine methods with stvuctu al
learning - experiences. s some form of st uction., and a conscous
pl:lnn,i‘ng for contmuiv - Structure, planning. and purpose may be
self-developed by the indnidual (Catggory D) o1 offered and deliv-
ered by somge form of mstitgtional watem (€ categories Gy, Co. ().
In_thivlatter set. Stanley Moses (1975) 16 concerned with sepdrat-

-~

g the educational “Core.” o1 those tormual prnfary. secondary. and
postsecondary educationdl imsntutions (subcategories Gy and (o)
whichare based upop accreditation and cumulatiye credentialing,
from the educational “Penphén™ which indudes those institutionally
delnered edumtional setvices tha®hay ¢ Ittle o1 no requiremients for
access based upon prior achieyvement o (1(’(l(’nlidls%stlh(al(‘g()l\ (3).
For Moses. the contmum of Core education is either sequential ()
oratas recurrent- (Co), but m either casve 1t leads to some form of
recognition based on qumutation of educational (-\pc'nch(cs (cerufi-
Cations” and degrees) Penphenal education s not cumulative and
does not lead 1o tecogmzed forms of (redentials . .

We can rgadih see as we nove through these defininons. . and
compare them against the chait. that the emphasis both implictly
and explidithy has hifted toward iMtitutions and away from indivi-
duals. from leaning towatd « hooling, In recent decades we have
come 16 think of education. especially in the mode of ¢ hooling, as

* wholly representative of degitimate learning Categotigs €, Co. and
&

L o ~ ° 14 '
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C; have come to represent, for mariy of us, the understood universe
of learning.

~

Warren Ziegler (1975) reminds us that there is an absence in most
of our discussions of any clear distinction between learning and edu-
cation. Since. as he observes, we are charged with aiding in the for- "
fhulation of a concept of lifelong learning and not one of lifelong
education, we should seek to be careful in preserving this crucial dis-
tinction. Hopefully, the schematic which we have utilized willaid us "~ -

. Accounting for self-directed learning (category D), family and so-
cially directed learning (B), and perhaps even aspects - of random
learning (A) may become a necessary element of our considerations
of policies in support of learning which is to be lifelong. For exam-
ple, if we confine ourselves to discussing the delivery systems neces-
sary to service the learning activities described by Moses in his Core/
JPeriphery (Cy. Cy, C3) we can talk usefullw about feasible ways to
bring instructional materials and providing agents together with
learners in some identified setting. However, if our concern shifts .
from education to learning we may also shift the focus of aur discus-
ssion and concentrir@;\s‘tead, say, tpon ways in which we might
make the conditions of Tife such that learning experiences are facili- -
) tated and impediments to learning are removed. This form of dis-
- cussion may not involve the delivery of anything at all except “elbow-
roon” and a guarantee of milieu. .

Thus, it becomes highly significant to take up as a first-order ques-
. tion: What are we talking abbut when we ipitiate a_conversation
’ around the term “lifelong learnirig?” Then, how much of the uni-
verse of learning is it necessary for us t(g\(onsider?

. * One tactic might be to enlarge the scape of the concept of “educa-
. tion” to include other sectors beyond the present ones—say into the
° r_eahf\s of self-directed, family, and socially directed learning. This

. ! would exténd institutional control, and would enable us to exert that =

corollary to control accountability. In fact, we can detect movement | |

. in this direction already. with such devices as thé creation of recogni- |
tion of life experiences through assessment for credit. In this present

. era, such a broadening of oversight and purview is both attractive

and legitimate. : ' >

On the other hand, we might argue.the alternative tactic:
considering the legitimacy of learning as a spontaneous undertaking
* which has its own internal mechanisms for achieving balance and set-
- " ting levels of fulfillment. This would mean contracting the educa-
tional establishment—getting “out of the way" .of learning. We see
contemporary advocates of a deschooled society. present both rea-
soned and impassioned arguments for this outcome, ranging all the
. way' from burning down the schoolhouses to dismantling them care-

fully enough to save the bricks.  °
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Or, we might simply recognize that education is something othe
than learning, and that tht former is a subset of a larger universe.
We might go a step beyond this and recognize the legitimacy of
learning and_spéculate about ways to give it a status equivalent to
that traditionally accorded educatio\n,'e&pecially schooling. )

" This third option is one which we might look at hard and thought-

fully, because it may be,the one with the most immediate positive
impact. The formulation of public policy at the national level, which

recognizes learning a$ a worthwhile undertaking throughout the life-

span, is clearly necessary.-The trick is how to develop the support,
for this undertaking that will neither destroy America's present sys-

tem of education nor create a new, larger system of coerced learning

as a prerequisite for full participation in work and community:

’

. THEORIES OF LEARNING ‘ ‘

Learning theory and research is a rich, complex field and we can
readily recognize that it is one caught up in change and revision as
new_investigations proceed. It can be touched upon only briefly
here. The level of our interest is, at best, an acknowledgment that
this field of endeavor is a basic apd necessary part of our conversa-
etion and requires serious ¢onsideration if our attention Jis to be
drawn to learning as it occurs dver the lifespan. As we know, there -
are two essentially broad areas of speculation about human learning

, which ‘today have widespread currency: Humaunism and Behavior-
ism. y . . g

Humaaistic theories of learning deyelop around a central concept
of the individual who is in control of his own learning behavior. The
theorists who speak to this view specify internal controls as primary_
over external influences such as environment, schooling and teach-

,ing situations, er the social milieu (cf. Combs, 1974; Silberman, et
al, 1972; Maslow, 1962, 1970). Piaget’s sChema, wherein every piece
. of “new” knowledge is required to fit into the developing individual's
“already established organization- of prior knowledge alsq tends to
support such a*view (c.f. .M. Hunt, 1961). A learning theory of this
sort also, illuminates cextain models of !‘good teaching” which may
lead to effective lsarni’hg for adults. The good teacher is sensitive,to
“the learner, and is supportive and positive in developing enthusiasm
for learning (Rosenshipg and Furst, 1972). ;

To be successful as a learning theory, humanism, appears to de-
pend on its récognition of the status and needs of the individual ‘who
chooses to learn. It evokes léarning by capitalizing upon inner de-
sires to gain information or to change behaviors (Rogers, 1969). It is
a view which stipulates that learning is, for the most part, an individ-

" ually initiated activity, in respect to children and youth it depends
upon personal readiness and acceptance, and in the adult it depends
upon the added dimension of the-acceptancé by the individual of a
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large *measure of responsibility. Thus, the humanistic theory seems

° ¢, particulagly resp imive to a coucept of adulthood recognized by our
' \ ¢+ culture- wherein the individual is held respounsible™for his own ac-
- . Lapis. . " -
“« ‘The contemporary investigators who have developed and speak o

behalf of a behavioristic theory of learning base this vie on a con-

ception of man operated upon by his enviromment—especially those

‘. external events and encounters which reinforce behavigral outcomes.
Thus, the: primary tontrol of learning is always vested outside the

’ learner. A -great deal of research has been gding on for decades to

develop and substantiate this position (Bandura, 1969). Much of this #

evidence is based upon laboratory mi®hgations, and large-scale at-

. tempts. to dpply behaviorially derived Ant-learning techniques to

& ) cither children or adults i the general population have not been

. fully achieved (although, see Barker, 1968). '

» - - v

-Despite B.F Skinnet and his followers, who claim 100 percerit

-

applicibility (Skinnér 1968, 1971), other equally prestigious theorists,
suchi as Piaget; remark that behavioristic theories do not deal with
man as an intellectual and ntelligent being. Behaviorisin has led to
techniques, however, which have successful applications to adult
learning, especially in the vealm of self-paced programed instruction
where the learner becomes more than a passive recipient of informa-
tion (Cavanagh and Jones, 1968). It has been shown that fast and
efficient learning can take place when the learner deals with discrete
“units of informatioh within a carefully controlled learning environ-
ment (Ferster, 1968)¢¥The basic_principles of operant-learning tech-
niques, derived from ﬁe 4vioristic theory, are: (1) precise identifica-
. tion of mstructional objettives; (2) self-paced learning; (3) immediate
feedback or reinforcem€nt contingent upon learning; (43 positive
reinforcement rather than negative; and (3) scquencing of presenta-
tion, typically in stages or modules, with feedback following cach

o * step (Buckley and Walker. 1970). - .

Much current practice has developed out of these basic but broad
conceptualizations about huwnan learning. Two *such models for
tearmitg offer much for us to consider. N

One of these is that léarning consists of information processing.
This model conceives of the imdividual as a complex systen for per:"
ceiving and then processing imformation (Ausubgl, 1968). Within
such a conceptual stance there are variant models ranging from basic
' mput-output levels (_)f retrieval: then gathering, Jorganizing, structur-
v < ing, and selective Tetrieving, all the way to very complicated system

“ constructs which use “rational,” “mathematical,” and “logical” as de-

kg .+ scriptors of the individual as. a lsarner. Control of learning in these
' constructs is:both within and without: external information must be

) made accessible, and individual internal mechanisms must be willing
. . and able to gather and prdcess it. This view is significantly differenit

- - .
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* from the strict pehavioristic view: the internal contro! of the indivi-
dual is instrumental in modifying the externally delivered informa-
tion. The learner, in-effect, recycles the mformation he Ris alrefidy v
stored in modified forms and may in fact add to it orrevise dt, de-
pendirig upon his own expectations (Festinger, Caren, and Rivers,
1970). -~ - .- L

The computer analogy is tempting and is frequently used. Man l,s
the best sorgof computer in that he possesses the abilitiés for deci-
sionmaking. He.can and does process information into hypotheses,
concepts, stratégies, and then initiatées actions (behaviors) based on
this processing abijlity. . 1

The basic tenets of the information processing models imolv& (1)
prior learning factors, such as the leainer’s bods of previoushy ac-
quired knowledge, his attitude, tus sets of biases, and the processing
instructions or understandings 1egarding the new information, (2)-
events that occug during.learning, such as the way the material is
presented and the waf«the individual relates his new information to
previous knowledge:s and’ (3) the cognitive o ganization,reorganiza-
tion of information as it is stored, the recall process and events sur-’
reunding such retrievals, and the perceived uses of the information
(DiVesta, 1974). ) .

Consequendy, the adult learner, with s greater volume of infor-
mation, accumulatéd over a longer hifespan, is thought to be apt to
develop complex constellations of knowledge and “know-how” to
whith new, information is then added (D O. Hebb,.n d.).’ Informatien
processing models thus noply that the older learnér has a much dif-
ferent learniig response than does the voungster. An adult must be
concerned with “making sense™ in relating new information to the
great amount he already knows This ineans. that a large part of the
adtltdearning task is seeking the relevance, or the right- relationship,
of new input to previous experience. This is both positve in value—
thg adult learner rarely meets information that is totally new and
cannot somehow be related—and negaive ‘Lhe megative aspect is
that as one grows older, arid his botly of information grows, there is

,a likélithood that>the cumulated information becomes highly struc-
“wred, codified, and resists change. The_ adul, unlike, the child, is
likely to reject information discrepanaes and contradictions to his
own previously processed “sets” of knowledge (DrVesta, ibidegl).) =

Another important issue in*adult learning, which is parfially ad-

, +dressed by information processing todels, is that of memory defi-
cts. A processing’ model imokes a possibility that such deficits in
adults is a function of an impaired retrieval ability rather than faulty
storage ar memory This would signify that Jearning modes for
adults should incdude struction regarding retrieval ‘patterns and
planning. The possibility for breaking learning down into such dbom-
ponents as storage, memory, and retrieval is beguiling for i estiga-

, ‘18“ e
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tors; however, this entire area of research into memeory and recall is_
still'in such flux that conflicting outcomes from a variety of current
investigations prevent generalization (c.f. Lumsden and Sherron,

1975).

An expectancy model is another recent development in learning
theory investigation. It speaks about the learner rather than about
the act of learning by snpulaung that if an individual is brought to-
gether with a new experience or a new bit of information, learning
will necessarily take place. This view, then, attends to describing the

.ways in which learning can be most easily facilitated and least hind-

‘ered by.interferences. Essentially, th§ concept of expectancy deals
with characterizing motivation. It posn\§ a relationship between deci-

\ﬁonmakmg—or choice—and motivation by indicating that The effort

which a learner expends is a function of the choice he makes among
alternatives (Dachler and Mobley, 1973). The level of learmng eﬂdrt
and the degree of learning achievement, relates to the extent of mo-
tivation, the vigor and persistence of the learner’s actions, and his
expectancy for success. * '

The process of learning is not questioned: it goes on. €t is the ex-
tent of suecess that bears scrutiny. The expectancy model focuses on
motivation because it is primarily concerned with explaining and
predicting the results of learning. It is offered as an instrument for
accounting for voluntary human behavior, and bases this on an
inspection of preferences for outcomes. It then attempts to relate
outcome choices to behavioral changes. Thus, expectancy ad®ocates
assume individual abilities to anticipate; that is, the learner expects
certain outcomes Irom his behavior, and chooses those outcomes
which, to him, are most desirable. ,

.

In a broad sense, this sort of learmng» activity is based on fulfilling
one’s own- prophecies. Simply_ stated,. people learn certain things
when and if that learning is deemed desirable ‘and thus becomes an
object of choice (S.S. Dubin and M. Okun, 1973).

The very fact'that we have here a multlpllcny of ways to account

for human learmng is surely :/ﬁmﬁcam. No one theory or construct _

from that theory can do the whole job, of descnblng the complexny
of the learning behavior of humans.

We might like ta speculate about the possibility for fashioning an
“eclectic model” from these various positions, by taking those bits
and pieces which seem to work and fiting them together (c.f. Tor-
bert, 1972). This toes not seem to be, altogether possible on a theo-
retical level, since each of these major schema for learning has in-
herent to it some elements which are incompatible and contradictory
to the other. However, on a practical level, we might be well advised
to examine “what works” regardless of its theoretical derivation.

Learning undertakmgs at all ages*and levels are pracuces,,not pos-
sibilities: We as learners tend to resort to those strategles which do
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work—given particular .situations, particular needs, and particular®
learning, objectives (c.f. Hickeyend Spinetta,-1974; Guttentag, 1973).
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ADIQT EDUCATION . .

. > . > . - -

Having invoked the views of various professiorfals concerning .
some descn_pnons of learning charactéristics especially as they are,
" applied to adults, we find that we will need to match this cluster of
charaéteristics agamsuhe aims of educators of adults.

Education itself is a shppery term. Derived from the Lain transi-
tive verb educare, “to rear,” the dictionary tells us that education is
“(1) . . . systematic déVelopment or training of the mind, capabili-
ties, or charaédter through instruction or study. (2) The acquisition of
knowledge or skills, espedially formal schooling in an institution o
learnmg 3) Knowledgc; skills, or culuvation .1cqu1rcd through in-
struction or study.” This digtionary (Funk & Wagnalls, 1968) further
dlstmgunshcs cducauon as follows: R

Educauon is the developmeny_and cultivation of the innate '
powers of the mind; instruction, %lvmg of information and-
guidance. Education may be gained by ong’s"own efforts, but
instructidn is always imparted by another

Thus we see that education, so long as it is s)stematic development,

" may occur through instruction or through study. -.
However, the 1975 handbook “International Standard Classifica-
tion of Education” {ISCED) deselops its definition of educanon upon
thesnotions of organization and purposefulness while usmg "instruc-

tion” ~asasynonym:® . .
N )
. Education lS organized and sustamc? mnstruction desxgned o
communtcate 4 combination of knowledge, skills, and undcr-

standing valuable for all the activities of life. .

N

We are theteby caught between two views. one which allows-for an
individual autonomy and self-initiation of systematic study, and one
«  which imokes an external system with a pmvidcr of instruction. .

. If we ‘pursue the more generally available usages of adult ¢duca-
tion we find that the same conflict continues to arise. Here fare a
representative set of definitions of adult education which have wide
currency in the terature of the field. '

Internativnally, the ISCED, statement on_adult education is pr(?—
dutabl) derivative from, its plumusly cited usage of the term “edu-
cation,”tAn extei nal ptasiding system s implied “Adult education is
_synpnymous with ‘out-of-school education’ and meéans organized

“programs of cducauon pr(mded for the benefit of and adapted -
~» the needs of persons not in“the regulai school and university system  *
and generally fifteen or over” (ISCED. 1975). .
’ 11 : -
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o \ ~ . !
ERIC - ' R - ;L




ry - . .

DeCrow (1975), in addressing the converftional definition of adult
education as gt is used in thys country, concurs in stipulating an orga-
nization exterhal to the learner: . ’ .

3

. .. (adult education) requires méaningful learning as opposed
to simple information,~sequential in nature, i.e., building from
one step to the next, and therefore, extending over some period
of time and involving, in one form or another, purposeful assidt-
ance from some teacher or provider. .

The Education Committee of the Organization for Economic Co-

+ pperation and Development (OECD) expands on this yersion of

& adult education in its statement entitled “Learning Opportunities for

. Adults: Framework for a Comprehensive Policy for Adult Educa-
" tion” (OECD, ED(75)10): :

B

= ‘Adult education refers to ahy activity gr programme deliber-
ately designed by a providing agent to sadfisfy any learning need
that may be experienced atyany stage m his life by a person who
is over the normal school-leaving age and no longer a full-time
student. Its ambit spans non-votational, vocational, general,
formal, non-formal, and community education and*it is not re-
stricted to any academic level. 2 ) -

With the exception of its insistence upon a providing agent exter-
nal to the learner this is a most generous definition of the scope of
adult education. It is explicit in its responsiveness to any need al any
level throughout the Ifespan, In this attefpt at such a comprehen- |
sive definition’ it is interesting to note a requirement to emelop the
areas of “nonmvocational, vocational, gcnera'l, formal, nonformal, and °
community” cdﬁ\(,ation. We are struck by ‘the great array of terms
used to denote the vartous aspects of the adult educational undertak-
ing n its organizational formulations. The Department of Educatioge
and Science of .England and Wales remarks on this sigktion and
reminds us of even more such territoral descriptions: j

er”,

. ;  JE
In” the stage beyond the schqol; the cxrressmns fyr

“advanced”, “higher”, “adult”, “tertiary”, and “recurrent= educa-
tion are common currency but by no means self-explanatory.

R *t (Ascited, 1972)

Furthcrm;)re,aiih Japan the term “adult education” itself is very sel-
dom used; instead the term “Social Edueation” applies to every type
of learning activity outside of formal education (UNESCO, 1975).

The U.S Office of Education has lately invoked still another term
“to.deal with still another aspect of adult education:

.- Career education is the totdlity of experiences through which
onfi,learns about god prepares to engage in work as part of her
or his way-of living. : .

>

'

This appearstasa policy statement, endorsed by the National Advi-
sory Coundil for, Cateer Fducation (NACCE) in its JInterim Report”
for 1975.
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" This interdtion *of labels for various sectors of the adult edication.
enterprise does not begin to exhaust the available f¢fms. The waysin % -
which organized education #r adults has been divided, subd) ded,
and redivided again creates not only confusion but setious conflicts. - |
in our attempv to.clarify the mefnings of these terms and their im>  :
plications for beth adult education apd adult learning. o
We are seized by a need to retreat'to a more generalized and -open
. viewpoint. Forfunately one is available: -« . " ~
Adult education is a process whereby persons whoeho longer
_attend school on a re{gular and full-time hasis (linless full-time
¢ programs are especially designed for adults) undertake sequen-
, tial and organized activities with the conscious Intention  of
bringing about changes in information, knowledge, understand=~
ing or skilly, appteciation and attitudesy or for the urpose of
identifying and solving personal or communitygrobler 1s. - .

; . . (!I‘ixlqrigdll Haygood,‘lgﬁg) ﬁ.,;
Here, finally, is a definition of adult education which-attends foxthe =
individual rather than to some organizational icheme. No external
confrol or providing agent is required, although th® dss ‘of such
agencies is certdinly possible within the broad franfe of this defii-
tion, S °
-It alsg becomes possible, within this definition’s scope, to begin to
aspire t¢an earlier stated aim: that of matching the clyster of. identi-
fied adult learning charactenistics ‘with some statement of the -objec-
tives of adult education. The adoption,.or adaption, of such a view-
_ point as this one offered bysLiveright and,Haygood would go fakin .
permitting us to move toward the development of o conceptual
frame for lifelong learning. A 7
A\ L
ADULT LEARNERS AND ADULT EDUCATORS ., -

. Itis useful to review thg characterjstics 1;f‘:.1(.ll{lr\ic.n;ﬁckr§Ahy,ﬂgxgﬂ-‘. o
ining them within the scope of our developing view-of adult educa- .
tion. We can measure this “fit” against our’ generalizations from the,
major learning theories, in order to derive a sense of what alterna-
tives for fearning might be availableito the adult’

On the face of 1t, the adult learner is (hdracterized as a tesponst-

- ble and responsive” member of ‘society and as equally responsible and
responsive when e¢ngaged i any edidational transaction. Thus, ati . =,
adult might be ver'y responiive to humamstic niethods. We are told ™
that the adult s nondependent and self-directed; hence, a leainer-
centered milieu with frecdori fer the lgarper to engage in negotia- -
tion and transaction with a teacher would seem plausible. There'is
also strong evidence ‘that the discovery mcthod.worlfwell with,
adpfts, based on such practices as stmulations, projécts, and «case-

ethod analysis Adult 1datnérs are willing to accept tesponsibility

for much of their daccomplishments, in a large degiee they nught .

- .‘ . 13 ;22 .‘ :)}. e

-

B C . LN .
. 4 - .~y ) ,

p

EEEEEE .

o
il
s



. N
view the teacher as a facilitator, altho,ugh thgy would probably re-
quire a strong assurance of the teacher'y degree of skilled prepara-
tion. Additionally, adult learders wéuld respond to variety rather

" than to repetition. - - T

On the other hand, the. same adults exhibit many traits which
seem to pose a requirement for the thethodologies of the behavior-
ists. Adults need specific and goal-related learning_experiences, with
stipulated learning objectives in order to capture thei time and at-
tention. They would appear {0 be interested in the teaching 9f sub-
ject-centered ‘in.xtcrials via the mosseconomic and eondse delivery®
systems. ’ . .

. When engdged in schooling we ¢an detect a heavy investihent by

" adult learners m formal instruction and expository teaching; they
feel they are paymg for a certain level of expertise.. This would lead -
to an implied emphasis on teaching accountability as well as on an
adult’s own consciousness of accepting rc§p0n§(bility as a learner
Here we might see the adult begin to "¢ombine” those behavioristic *
and humanistic elements which most meet the needs of an adult
learner. These adults would appear to be more responsive to a logi-
cal organization of gaterial; they are, after all, the products of a
prior generation with a decisive “linear, orientaton, at least to the

" present day.- . - - -

Although the appearance of "freedom™ is crucial sty self-image, an |
adult would apparefitly respond to the careful preparation-by “a >
teacher of a coherent lesson plan . whichsexhibits characteristics of
closure and is unambiguous. Thus, adult learners are likely to be
ml{(}yn?rc acdpting of a systematic mwrethodolbgy, and it cair be an-

ticip. eio“h.xt ontancity and improv isstion would be dysfunctional

- if these ﬂ‘t{scthods suggested any sort of “"aimlessness.” ke

There s no question thht the adult anust be, intrinsically motivated
in orden; jo remvest in any learning experience, particularly one
avhich is”fonnd{‘in‘ any sense  However, it coyld be A‘quavl]y well
argued that in the majority of mstances wheri adults seek education-
al attainment the g6z:l of acquirmg an extrisic teward is also just as
likely a 'major motivating force, i e., ganing career mobility or status
ephancements. Further, not only will adults display a clear involve-
ment in spt:(iﬁ( educatonal ()bjg-(ti\os,'ly( they also want“\sqgw indi-
_catiotr that these attainments will have séme broad, gengral outcome
effect on theit life as individuals. Fhe adult, as a.complex human
bemg, is both goal, secking and in need of reinforcement and sup- o
port In short, an adult partic lp.neé in all learning modes as needed '

.
- B Al

Institutional Delivery .

s -

According to l?_c(lunv, the major adult dient pool for an institu-
tional .delivery system is thie middle classes, especially persons with
some.level of prior leaning experience and strong vocational moti-
) . .

. 14 - N

Aruitoxt provided by Eic:




A

vation®: The disadvantaged, it is claimed, énce past the age of com-
pwsory attendance are less well served by institutional systems of any
sort,despite recent efforts to provide many forms of access; the up-
per classes, as adulty, seldom participate in public program offerings
but these groups often have.elaborat€ and sbphisticated private sys-
tems for keeping informed, as do the poor. T
Broadl); speaking, adults who can gain access — and who are moli;
vated to want access — to institutionial delivery systems will utilize
every available-format to achieve ‘their learning goals. For those
adults who do become involved with institutionalized learning pro-
grams, based ‘on sequential, cumflative, and teacher-related ele-
ments, whether. for credit or not, DeCrow offers some fundamental
statements that almost anyone would employ to explain this aspectof
the field: e
. " _ . )

* Adult education is overwhelminglf' vocational in purpese. Its
basic aim and appeal to many adult dients is to -provide a “sec-
ond chance” and to remedy those deficiencies in basic or ad-

P vanced edugational areas which impede employment opportu-
nities. . .
* A second major objective, for adults, is t6 achieve instrumen-
tal and practical “life task” educatior :
* Many Amerjcans regard learning as intrinsically good. Adult
educatioq, in its dependence ‘upon voluntary  participation,
encour:ées this view. ; '

—....> ‘Among ;supporting ageycies for_adult education, as well as

among the adult clientele, this effort is clearly instrumental, a

way of furthering some other mission or goal. Institutional

delivery' of adult educational experiences has been and contin-

ues to ge primarily a “means to ends” undertaking. )

* ¢ Adult learning programs, as formal endeavors, mvolve every

topic, are located ‘everywhere, utilize every means, and are

" aided by almost every major agency:in Kmerican life (see
appendix) . ~ .

.~
<

) -Self:lni;iated Learning . . : ‘ .

The adult learner, however, cannot be fully or adequately charac-
terized by examining only those clients of institutional delivery sys-
tems, whether formal or informal, Coge or Periphery. These clients
are adults who, by virtie of enrollment in some external programat-
ic undertaking, have already -selected thémselves out of the general
learning population. Most of the American population, whatever
their age, ‘dlass, ethnicity, or background, learn ()ulsid?é‘ﬂ]e educa-
tienal establishments of this country. Here is where the need to dis-
tinguish between legrning and education becomes crudial to our dis-
cussion. Any taxonomy of the learning individual must addres{ the
chardcteristics of the total population, and within that whiverse edu-
cation plays-a part. The usage of these writers varies widely in dis-
cyssing noninstitutional learning and education.

' : 1524
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- Patricia M. Coolican, through her own research and in synthesiz-
ing the outcomes of several,major recent investigations, achieves a:
broad” view dijccted toward describing the learping activities of

Americans beydnd the school-compulsory age. Among her findings:

* Almost every adylt undertakes learning as a consciously pur-
sued activity in any given year. For hery “Learning” is a delib-
erate effort to pursue a skill or a knowledge objectve (as con-
trasted to informal or coincidental socialization, adaptation, or

. information indexing by persons). - |

* Mog{ learning activities are initated for_pra'%ical' reasons relat-
ed to knowledge and 'skill needs for-job, hoine, family, or rec-
reation. ° . \ .

* The major planner of adult learning & the learner himself
Self-planncd‘f self-intiated, and  sélf-achieved learning ac-
counts for approximately two-thirds of the total learning_ef-
forts of adults. ) . oo

* Group-planned learnin activities, Jyhether forfaal or infor-°
mal, only account for 10 to 20 percent of the total adult effdrt
in this country. . - . -

* Learning for credit constitutes only a minor proportion of the

educational undertaking and investment of American adults

. .' < . . ““‘“ . . :
Most significantly, the adults studied in several of these major.in-
- . . - . LR ) .
ments The clear majority (53percent) named their hoggs as the site

choice (19 percerit); and at the low end of the selection of sites anly
3.5 percent named “school” as a "most suitable place” for undertak-
ing their learning pursuits (Coolican, 1975). *

Thus, e find ourselves with a large universe of adult l€axpers in
this countey—almbst everyone. Of this%population, a small propor-
tion have selected to affiliate theit learning undertaking ‘with institu-
tional educatienal offerings. Most adults, however, who regularly and
congciously undeptake to learn do so individually, autongmously, and
idiosyncratically “Our attempts to understand the learning individual
in this country must account for this majority despite definitions of
adult education which would exclude them: '

< . LA

. /

LEARNING PERFORMANCE -

. - ..
Adding to,our analysis of the lcarni‘gé individual, Stanley. Gra-
bowski reviews’the literature which describes the many past and con-
tiluing investigations Of adult_“learning performance.” His discuss
sion isyarganized arq)und‘ JW. Getzel's propositions about learnjng,
(1956), and he investigates these key topics to discuss learning per-
formange: motivation, (%f)acity, teaching techmiques, learning styles,
and learning environmerfts. Grabowski uses learning in the sense of
results, or “performance” as its“distinguishing criteria.

Thus, he indicates evidence that the amount of previous education
and the recentness of’ this educational experience has’a direct impact

16
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mostsuitable—to—their riveds; the job locale was a distant second -

vestigations were agked 1o pame their preferred ‘ledirning environ- .
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Lon further successtul leanmg ‘l)t‘!'()llll.]ll(("\ Phere s conthicung, -

Joevidence over the role bt learning emnoments and learning lo- -
cales Regarding most of the other topic areas, he fimds that. search-
tng the Iiterature " doas not produice suthaent cpough evaloavons 1o
pomnt to an< defimnse statements i .

In .ld(hup.n. man (‘\.llll.lllt)!l) of adult learning petformance have
been conducted under l.yll)()l.ll(«il‘\ condmons and not n actual Jak-
tooms o1 learming sttuations, thirscthere s some legitimfe question

. of the relanonship of these studies o realvy  Thé-most obvions out-
come of his search, as he sugpests, s the real need fos significant
cltorts m evaluanon of adull learning based on performance CLeTa

- Grabowsky suggests one area where i iy IMportant 1o 1ee mgn;/‘(' the

- chatacresies of the adult learney Many adults who do enroll m

tormal. msuratonally delivered tounses or progrags drop ont, and
thev do so for vanouns reasons Not® the least of ahese reasons i be-
cune they have attamed what they came to learn m respect 1o pers

. tormance objecoves, and percend na further need or desire to fimsh

the cogrse (Solomon, ¢ al | Toad, Bosiper, 1973) 7 )

N Mifterences among-teaching techimgues hine hule demofistrable

effect on the leaning abtfues of motnvated adults msutational

Programs vartances mogam were slight among vanous tofmaus, in-

. ”’ L] . -
= cuding lecaare” demonstanon autonistructtonal. wlelecture.of othet

@, forms’of programed imstiacad (f \skms, 1967, ‘Blackwood and

L7 R 1968, Neald, er al L 1968, Mele himg and Nelson, JU66) Gra-
* Bowski mentons that one 1esearcher (Jamueson, 1971y has condluded

- Ii}ggf:,;)gi Wwas daqnore signifeant vanable than the mode of learming,

©oteretfed upon retenuon s dain, however, s not borne oat In
: p;

lho',ﬁ’m]miﬂ of Iteratwre m it freld *. '

Moty ation ieelf 1 gliih(nll/ln polate. The assumed conelation that
“good lu.m\nng equals good  mguyanon” cqtinot be confitmed  be-s
cause of the mescdpable feedback Toop eftea A | learnimg aself upon

)

.

motivation mamienance and develspment (Booack, 1967) : -

' Finallv Grabowskis hterature search Sndicates that compatisons of
tull-tnie wuth part-tume adult leargers moagespedt 1o achies ement lev-
els have not vet been efhiwenthy eval ated < In tagt, both groups, whene
emolled fnnn.ll.highm cducanon, exhibited greatet performance
levels than did the college-aged students 1 the same educguonal set-
ungs (Beagle, 1970) ) e

Verner and Davidson g1971) underscore the “one step removed”
aspect of assessig learming achieyvement n supulating that~

L3 - - - '

s Leatnmgs amore o less permanent (h.mf:.c i behavior that
occuts as a result of actnvan o expertende Tt a process that
occurs in the mind of the learner and s Aot itself observable

‘

L] v, -v—.
Among,thg latger pool of self-manng leainer?, Goolean (1975),
v ofters some addjnonal characterisues worth mn\x(lm.!unn. Previous

‘

S 725 |
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The result of learning may he observed “‘:\ilph.lSlS added.] *
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assumpt’ons that learning needs and capabilities decline with age will

- have to be reconciled with recent findings that considerable’ self-ini-
 tiated learning is taking place among the elderly (Hiemstra, 1975).

In evaluatingfactors which do affect the incidence of self-initiated

.leaming, demographics, and previous levels of achievement are signif-

p icant. Rural populations are most involved i} self-initiated learning

) episodes, followed by urban groups. Thefewest numbers appear 1o

be in “small city” areas. The average number of hours spent in self-

initiated earning was considerably less among those -wh rior

education was below grade 12, when compared with those%had

completed high school; likewise, lower class and “blue-collar pbpula-

tions spent fewer hours per year on learning undertakings than did

white-collar ‘classes, and the same differences were perceived when

comparing unskilled to skilled and professional groups. Overall, all

~ population spbgroup‘mgs, regardless of type, engaged in self-inmtiat-

ed learning activities to some exterit on a continuing basis. ! .

) ,

3

LIFE STAGES R o _

- _Until now we have been using the term “adult” as a comprehen-
: sive way of distinguishing a large universe of individuals from anoth-
' er Universe-of thildren and -youth. This level of generalization is no
longer useful. Just as we have seen that leafning theories are “gross-
ly simplified conceptions of the nature of man and are extremely
. limited in what they tell us abott the human being” (Travers, 1974),
* <o also is the classification of the human population into adults and
children a grossly inadequate way of labeling individuals who may
differ from one another over spans of ‘devélopment and change
which may encompass nearly a century. : )

Sing@we have been led to abandon the generic assumption’ that a
. shagle learning theory has t6 account for the universe of learning
behaviors, we have ‘turned our-attention upon the learner and upon
individudl learnirg-characteristics. .It becomes necessary, then, to dis-
cuss learning, as it occurs for individuals at different ages and at dif-
ferent stages throughout the lifespan. 5 \

Life stages are crucial to a lonsideration of learning. Some investi-
gators have put forward [hi, view that different learning theories and
models for practice might ‘well be appropriate for differing stages of
individual growth and development. Clair Grays argues that- the

: " both early adolescence and of the midlife crisis. Other life-stage
: characteristics might lead the learner to more readily respond to
behavioristic techmiques. Life stage is not simply a function of age
however; some investigators suggest that generation and cohort dif-
ferences are even more significant tharkage differences in the devel-
ent of a concept of lifg-stage behavior (c.f. Hultsch, in Bortner,

opm
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Thus, our attention is drawn_to the view that any discussion .of
lifelong learning must deal not omy with “learning” but also with the

. notion of “lifelong.”
Neugarten'(1967) tells us that we must not overlook the develop- |

ment of ‘personality; that is, “the orderly and sequential changes that
occur with the passage of time as individuals move from adolescence
to adulthood.” Her emphasis is on _the adult enid of the spectrum of
development, while noting that there have as yet been’ no major lon-
gitudinal research undertakings on men and women as they V&{\‘:
from childhood to youth, from youth into middle age, or from mid=
dle age into old age. . .

Nonetheless, as Neugarten points out, psychologists'have thus far
been primarily concerned with the first 2 of the 7 decades of life,
and the last 50 years of the human organism have been relatively
ignored—especially by educators and those involved in articulating
learning theory. She goes on to indicate that change during the life-
span is itself a learning experience; that the experiences of parent=
hood or of career siuccess in middle age are develapmental events
which influence the personality and exhibit outcomes not unlike
those attributed to the completion of a learning episode.

Theorists of development, including learning theorists, who begin
by examining childhood  find it easy to take growth—biological
growth—as their model. Investigators working with this subgroup
find it possible to almost take for granted the intimate relationship
between physiological and psychological change, and much of this
body of theory is based upon the biological clock as its reference.
However, if the theorist takes tliis same point of view in respect to
adult developmentjit becomes very difficult, according to Neugarten.

We can stipulate[4 gross age-related lifespan periods: the period
from birth through adolescence; the transition from adolescence to
young adulthood through, say, the third decade of life; the middle-
aged period from, say, 40 to 59; and the old-age period, a long and
refatively unexplored range, 60 through age 80 or until death.

Each of these stages 1s different. Each exhibits a different individ-
ual with characteristics, capacities, and need which are changing
from day to_day. The stages identified are gross in the extreme: We
are already consdious of the great range of change which occurs
throughgut the first stage, that of birth through the adolescent pe-
riod. It is woth suggesting that the later stages bear an equally inten-
sive examination “~r change If we are to evolve a concept of learn-
ing for the lifespay,, we must confront and encompass all of the ages

s

f the human individual. . M

Supporting Neugarten’s emphasis on the need for extensive inves-
igation of the significance of life stage on the learning needs and
abilities of adults in particular, Evelyn Duvall (1971) indicates that
ong of the most important aspects of life stage is the concept of

-

) ¥ . 1928 .
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“family life cycle.” Each of at least 4 clearly delineated periods of
awily life_affect indinidualfoles and requirements within our socie-
gv\ wall distinguishes (1) the launching of the young as adults, (2)
the empty-nest, preretirement period, (3) the early retirenient years,
and (4) the final phase of life,.death of the oniginal Thusband-wife
pair. These are, for Duvall, life-cyvcle periods which exist as distinct
phases of experience and which have yet to receive the attention
they require in evaluating learning needs and responses—as com-
pargd to the extensive imestigations which have already been under-
taken on the periods concerned with mate selection, early marriage,
and the parenting of voung childien to adolescence. Eren these
more widely- studied life-cvcle periods have not been adequately cor-
related with indnidual learning tequitements and tesponses

Some authonities m adult education do allude to life stages in pie-
senting thent views. Kutland and Comly (1975) argue that certain
kind® of mformaton should be 1eserved for later life: -

The maturity of age andljdlrect involveiient in life’s decisions
are preconditions for learning the key skills required by society.
It may even be that excessive efforts’to “preparé” people whire
voung for -roles in society that they will perform when older in-
capacitates many to perform these roles effectivély either be-

cause thev learn things that must later be unlearned or because,
thinking they. know all that is necessary to function as adults,

/

they close their minds to further leamning.

.

Although this comment still treats adults as a total class, they go on
to 1efer to Cyril Houle's views on the life cycle. Houle moves us clos-
er to the issues as identified by Neugarten and Duvall by distinguish-
ing certain periods in the lifespan as the "right times”, to learn cer-
“tain things. "Seme con¢eption of ,a hfe-cycle is essential to anyone
who wishes to understand or to practice lifelong education,” Houle
‘asserts in “The Changing Goals of Education in the Perspective of
Lifelong Learning.” He goes on to observe that people will be woti-
vated to study any subject if they know something of tts significance

- and consequence, through personal experience or investment. Thus,

he indicates that there is a right time for certain kinds of'learning: a
time in life to learn how to beja wage earner. a spouse, a paren
right times to lay the foundation for future learning. to learn how to
be active in the world of affairs, and a time togearn how to age and-
to care for one's self as one grows old. )

.
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We have come t0 a point where it is poss:ble 10 begm asking some
questions about the context for learmng both- as it currently exists
for adults in this country and as it might exist in the future. Up to
now we have accomplished, however briefly, an inspection of some
. prior considerations. We Have sketched a profile of the adult learner
and offered some definitions of learning. We have presented a gen-\\
eral descnpuon of co’ntemporary learning theories and matched

. these views agamst some major definitions of adult educauon Based
on”sueh an overview we have discusged adult learning in the context
of educational methods, institutional settings, apd as a sélf-initiated

" activity. Finally, we have refined our use of the term “adult” and
broadened the scope of our discussion se that it is, in fact, concerned
,with learmng over the lifespan. 'y

In the course "of this undcrtakmg we have uncovered more ques-
tions than answers. Vast areas of investigation remain to be devel-
oped before definitive statements can be derived from them. We are
made, pamfully aware that before we can move toward the construc-
tion of a conceptual (ramework for hfelong learning we must first
attend to “the” way things ‘are.” This mcludes an evaluation of the
present barriers to adult access to ledrning, some consideration of
what the future may hold in store for our populatron and some ac-
knowledgment of issues which arise frdm speculating about these
present and future conditiéns. . 4

.

' BARRIERS TO LEARNING - ‘

-

Institutional barriers, personal bdmers and social barriers all play
a part in constructmg obstacles, if not walls, around adult access to
the experlqpce of learnmg Kurland and Comly_(1975) discuss insti-
tutional barriers confronting most adults. Americans faced with time,
job, and home;related constraints also face a plann!ng barrier in
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respect Yo any institutionally delivered educational experience. Most,

almost without exception, settle for part-time access. This factor

g ¢ tends to divert their focus from their original learning goals, since
‘ first they must seek, uncover, and somehow evaluate those programs

. which are compatable with their time and- geographical constraints.

- Thus, they_must. concentrate on means rather than on ends, and

? * hope their actual learning objectives will "be met somehow. The
search itself is time-consuming, expensive, and often frustrating to )
‘ the point of debasing the motivation to learn. ¢

Even if adults succeed in their search for a program, once en-
rolled they can expect little institutional support. Counseling, both
before and after admission or enrollment, tends to be minimal and
often inappropriate for thése nonnormative, older dlientele Few
teachers, especially in Core institutions, are full-time adult educators;
fewer still are trained in the principles of andragogy.

. Those institutions within eithér the Core or the Periphery which
realize that the adult clien\js "different” and which mount efforts to
respond to their perceptign of a significant new market tend to quer-
look some of these basic barrier_issues. Those programs which “age
devised and developed to lower the hurdles for adult learners fin .
themselves quickly swept up into the same rigidities they set out to

, alleviate. DeCrow points out that even adult specific programs and \-\
providers of educational services hasten to, become institutionalized
. §. .0 form and function for the purposes of self-preservation. Funding,
° Qudgeting, and stamdi(ng‘seem to build bureaucracies directly out '
of pioneering effor . Fhus,. they fall'prey to the copstruction of ac-- °
cess gates, and barriers once again arise. ' S

3

: The planning decision made by many ingtitutions that qntinuing

N educz(ti}n\g: other forms of adult Service programs must bex self-

supportingestablishes a most significant barrier. It may not only be

in conflict with the actual goals of the institutions, such as communi-

ty colleges, but this policy effectively inhibits all but the middle and

upper dlass clienteles from significant access.” Kurland argues that
cost-effective education in the public sector services only those who
can afford it, not necessarily those who may need it. )

} The barriers which tend to exclude adults—even those who ¢an
afford it—from access to institutionis are numerous and significant
(Broscharty 1975). Part-time adult students are especially prey to a
variety of institutional regulations, such as the strict controls, typically
- exerted over the time and place for registration and’the harsh dollar
penalties for not meeting these requirements. The difficulties com-
pound in respect to such variables as institutiohal indifference to
. part-time student requirements for parking, public transportation,
. food services, health care, agcess to libraries and bookstores, ‘or even

. the simple need for a secure place to hang a coat or hat. .

) . S e .
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i Personal ‘Barriers '

N Obstacles™ posed by institutions t offer eduCatlonal programs™

! and services © the adult learner—whether intentional or s:mply cre-
ated through lack of apprec:anon of the learner’s

“geographic, or economic «onstraints. Barriers also exist re-

_vent adult’ learners from’ approachmg these institutional programs
" hecause of personal and self-related oBstaclgs to access, Whether the
institytion is in the Core or the Periphery, whether its programs are
. specxﬁcally designed “for jan adult client ,gs the learner, whether ite
» offers all the tanglb% intangible support services previously de

scribed, the institution 15 still unable to attract the adult learner who

has perceived or has expenen(ed personal barriers in seeking exter-
) nally delivered educational experience.

N : \

Kurland furnishes us with an analysis, which piills together several

.~ iniportant studies of the bag%ers as perceived end expenenced by

T ,..the partime student who wats 1o achieve education through insti-

tutional delivery systems Cost emerges as the pnmar) perceived”

. "barrier in all these gtudies; the test of wheth€r it is a real barrier or
.only a convenient gxcuse, a‘s Kurland observes, can best be deter-
mined when the ¢t barrier is raised or lowered in a specific Qnua-
tion. .He indicate that an analysis based-on actual cost-change exper-*

« imentation supports that educational cost-levels a/recll) aﬁeg} particks v
pation and access. To the extent.that reduced parucxpauo repre-
serts_a loss of opportunity for econamic or personal_ .groyth and

. thereby, inhibits the devglopment of producme and effective Kjtizens,

s to that extept the reduction of educatic or the adult learner

. becomes s‘gmﬁc‘ant to social“policy. A" major probleni i rsuing .

sthis pomt of course, is that most leglslato s and educators feel that

adults should support thelr educanon t»

. Among the mote |mportant barners Wthh might be mterpolqted
the perc%puons of ddults i1s a lack -of counseling services,
(gnher institutionally based or located élsewhere in the community.
Many of the personal obstacles confronting adult learners might be
ameliorated by counseling intended to assess their achievements,
evaluate their potentialities, and pr(mde career-planning informa-
© tion, . .
Many adulfs ln our soaet) depend upon thelr families, friends,
nelghbors or even the mass: media—especially printed literature ' :
* such as popular magazines apd newspapers—to encourage or mform T
them? For example, how many thousands of Americans seek medical
advice only after readlng about situations analogous'to their own in
the medical question-and-answer columns of newspapers? For many
., people, career plan-mng and the searc{y for educational serv1ces may
ﬁ‘ be att equally haphazard Undertakmg © )
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Turning to the larger p()pula\lign of adults who learn outside insti-
tutional systems—and we may now have some indicator§ of why -
stitutional settings represent such a small percentage of actual adult
learning activities—we age informed by Coolican that most adults
who engage in self-initiafed learning do so by willingh and deliber-
ately changing theit routines tn,d(u)mniﬁatc leatning projécts, and
give a.large share of their “spare” time®o these undertakings The
majority of self-initiating adult learness percene lack of time as the
principal barrier to increasing theny invohement i learning activi-
ties. However, significant actual, as komp‘ned to perceived, obstacles
to self-initiated learning are. m order lack of education, lack of
money, lack of access 16 vesources (other than institutional delivery
systems)., and lack ()f’_m()ti\dti()n (Tennessee, 1974).

An interesting corollary to this list of actual bat riers to past learn-
mg-experiences 1s found by asking these self-initiating learners what
they wayld peiceive as the barriers to, undertaking future learning
projects Although lack of time remains”as’ hié principal perceived,
barrier, tHe r.mkin_g change@ so that lack of nﬁfiﬁc'y. lack of motiva-
tion, and family conflicts follow. with lack of education listed last.
Speculation about this reordering of barrier prioritics by self-initiat-
ing learners movihg from past experiences: to future expectations
might provide avenues for frustful exploration.

“

~

- . Y
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Social Barriers - N :
Social barriers to the pursuit of lifelong learig ate both informal

« . « .
and formal. The informal barriers are representative of the attitudes
of our society and our institutions toward the adult*learner; the

formal barriers are a consequence of these atfitudes, and represent

“the lack of-kegislative support for the learning adult.

Mahv Americans consider that in most instances the learning adult
is someone who “missed his chance” the first ume around in his edu-
cation, and consequently much of adult-education is viewed by the
society at large as remedial in character. This attitude is reinforced
by the majority_of professional educators who still persist in the con-
viction that the American Core educational system represents prep-
arduon for life. Thci(‘mti()n is imbedded in this society that the in-
dividual who has undertaken the primaryssecondary experience
through high school is certified as a fully competent participant ih
the worlds of work, family, citizenship, and personal fulfillment.
Additionally, the view also persists that postsecondary education re-
sults in the development of ihdividuals with higher levels of (ompe-
tency, adaptability, and potential for success (HEW, 1972; Knowles,
1960). .

As long as these myths continue to permeate and dominatg the
American educational establishment as well as the American society,

.
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Rehabilitation . - - X =X X -
Social Security . . .
Tittenn ~ < X = K x =
Title IVA & B o X'= X = X X —
Titfa tve X X X — = X —
Title XVi v X = X X — 00
Title XvHl . C 00000
- Title XX. ' X = X X X X -
Trade I I X S x-=
Unemployment Compensation - _- e
p ‘Veterans y ’ -

' Veterans Edycational Assistance X = X e = e
VeteransJ%Counselmg . R e =X = =T = O.
Vocational? Rehabilitation for Disabled . T s

Veterans. _-_——_ X -~ - - - =
War Orphans & Widows . X = X = = —~ -~ o =

4 t ‘ . 0
* Vocational Education X 24 X = X X - — =

>

X

' X Barrlers; O Barfjer not applidable to speciic act; — No barriers.
NOTE.—~The 29 varlables will be called BARRIERS TO LEARNING in the boxhead. ,
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there will continue to besa n‘lajor and oftd impassible barrier to life-
long learning in this country. . :

The formal social barriers follow from the force of this.public
mood. Legislative entitlement to adult learning in_practically gvery
form is, with little exception, developed begrudgingly. by reacting
only ta critical needs. Hence, it is piecemeal and lacking in. coordina-
tion, is usually inadequate in meeting the level of problem confront-
ed, and 'tends 1o be so short term, need-specific, or underfuinded as
to be inaecessible to the majority of those who might avail themselves
of such social sanction if not social support fot learning, -

A project group undc: the direction of, F,d\v.u‘d Lee 'Rpsenthal
(1975) has examined grid correlated the multiplicities of Fc‘g"ml lew-
el legislation and tegulations, atfecting lifelong learning opportuni-
ties. Using as their examination criterion the access of adults to
learning opportunities throughout their adult lives, these investiga-
tors examined the Federal acts indaded m the stable—on page 219
They reviewed these laws to find out if their provisions promoted or
hindered learning for adults. They made no attempt to evaluate the
effectiveness or quality of individual programs or to investigate the
lagvs” implenentation. What is asked, however. if.the regulations cur-
rently in force do or~do not present barticts to achieving a goal of
Jifelong learning? .

To compare the dnerse Federal level tegulations, these investiga-
tors adopted a list of generally recognized obstacles to the achieve-
ment of, adult learning pursuits, and then measured cac h piece of

legislation against the following list of barrigrs: .

Age . .
Segx . ’ ¢
Maternity/Paternity Benetits i
Fees .
Direct Aid to Students .
+ Finandial Aid Regardless of Income Level o
_Nontaxable Bcngf‘ns .
Deduction of Benefits if on Welfare .
* ~ Income Maintenance/Discretionary Funds Available
Geographical Requirements
Resilaemial/l,o(al Requirements
~ Provisions for Paid Fducational Leave
Released Time Fronr job

Full-'r;lmc Attendance Requurements
< Provisions for Child-Care kcr\'i( es \7
'I"rmpﬁ)nr(a(ion .
Special Services (Tutot mg,r)
Provisions for Bilingual Programs
Placement;Guidance _ e .
Counseling , .
Inadequate Pablicits and I’nv)‘u)»()ggm‘u( Adult l’mglfunx . .-

(Ia(cgog'i(zll Restrictions
Accrediton/Certnfication : -
State Planging .




.
e . l

Local Plannin

Duplication ()F]urisdictions )

Undlear Purposes (Program Provisions) ’
Inadequate {lescnrch ‘ v
Inadequate Evaluation

.

Even a cursory inspection of this list shows that most legislative
provisions for adult education progiams do not indude these sup-
port services. Yet. the lack of these services represent teasons for
adults not gaining access to most of the educational delivery systems
purportedly designed for them. o

The, extremely extensive and ambitious 1eview of Rosenthal find
his associates has been umdcn@ Their 29 vartables and a cross-
matching of these with a list of selected Federal legislation are shown
in the table on’pages 25, 26 & 27 As expected. the table shows a low
level of significant stppott for the essential needs o help adults gain
realistic access to hfelong learming

<4

. ‘THE DEM09RAPHICS
. The demogiaphics for the year 2000 are already written on-tlw(

wall; many Americans who will be alive then are alive now. For those
yet unhoin, several models are available’ for projection; regardless of
which is chosen, some general trends can be supported.
" Stanlev Moses (1975) 1eminds us of the anticipated shifts in our’
national population bulge” Between 1973 and 1983—over the next
10 years—we will witness a 9-percent reduction in the 5- to 13-vear-
old age group. A massive 17-pepcént reduction is forecast for the 14-
to 17-vear-old age group. Thus deamated, the tradjtional education-
al Core is left with a-darge void.

Mathieson (1975) also argues thata plausible set of forecasts for
the year 2000 would include these factors: "

1

* The population groupings at the vear 20000 will reflect a con-
, tinuing upwaid \filifl of the median age. )
. * Two groups, the 0-14-year olds and 5-29-year olds, will both
. ) dwindle m.percentage of the total opulation. The number of
youth to age 24 \\hl- dechne by R’Sd)er(cm from 1982 and
1990. Thus the Cote dechne will continue. .
* The group aged 25 through 1 will show a massive rate of
-&&yowt 1 with atpund 25 percent marease projectéd
* Women will continue to outnumbet men n aRl available projec:
tons, the differential being 5 w0 55 million, cutting across all

racial and ethnic groups . .

4

The population in the vear 2000 wll be pruntanly concentrated in
the Standard Metopolitan Staistical Areas: however. some tiends i
geographual shifts alicady ard-of interest. The population is shifting
from the North Fastern States and the North Central States to the .
§0mh and the West. Some tural States are gamning over mdustinal

24
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States. Within the west coast area, Southern California is- experienc-
ing-a net outmigration loss. The shift to rural States is specific at
resent, to certain nonmetropolitati counties with centgrs less dense
than 50,000. .
- Since 98 percent of all persons in this country betweep the ages of
6 to 16 are already enrolled in elementary or secondary schooling,
the Core will either dwindle in absolute body couns figures or it
must expand at either or both ends to encompass cnough additional
bodies just to:stay even af the primary-/sccondar)fv level, according to

.Stanley Moses. Core- educators are already beginning to eye the pre-
school popylation.

Moses goes on' to state some alternatives for the Core:

« Since the ratio of high school completions to college matricula-

. tions is about 2:1, any increase i high school completions
may also increase the level of college-bound.
* “The present, collegiite ratio of matriculation to commence:
ment is also arounﬁ 2.1; aiy decrease. in college-year attritions
would also aid in stabilizing the Core.

At best, however, the means—if achieved—can only soften the
blow. The Core population will drop by 1985. As a last desperate
measure, the least costly, most manageable, and most far-reaching
incor poration of population into the Core could occur at the mas-
ter's-degree level.-Moses stipulates that such a development, if seized
upon by the Core postsecondary establishment, would reflect a deci-
stve tightcmng'of the reins of credentialism upon the labor market.

- This is, potentially,ra amest dangerous *harrier to the developing

concept of lifelong learning. It"will not only postpone thevassump-_.'

tion of lifework endeavors by our citizens once again, it will also

: effectively reassert the control 0; the Core over our national educa-
tional uncyg‘rr'}\kmg. ' I
P ainans . ,
SOME CENTRAL ISSUES .

The attempts of those Americans who fell by the educ ational way-
. -side to get back on the track as productive and achieving human
beings may be jeopardized anew. We saw the development of the
requirement for high school graduation ot equivalency certification
for bottom rung labor-matket entry: mote tecently baccalaureate
credenuals have become the minimum requitement for entiy into a

- multitude of occupations and job ttles This uend has indeed be-
* . . . . . .
come a significant item on the agenda for gun public policy examinae
St (‘
tion

. One question whichemerges is that’ of fegitimating the noninstitu-
tional learning activitv Ziegler (1975) asserts that if we wish to ex-
pend public funds for adult learning we will be required td provide
a rationale which places all these learning activities within a context

- v . +
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of the public interest Thus, an arrav of insttumental issues arise?
Who decides on the contents, metholls, and goals of adult learning?
Who decides where, how, and w hen this effort should occur and/o
be serviced® Who decides when adult learning is complete, satisfacto-
1y, legitimate, effecine? Who should have access 1o lcmmn;,, and
how should tesoutces be distubuted? Ziegler pmms aut that these
1ssues arige onh when a Qquestion of public policy is involved, other-

wise a “myarket model” in prevail, and everyone is free 1o do thdr

own thing.

, <

Who will deliver educational services? A7situational - showdown
appeats to” be shaping up as varivbus sectors eve the future for

.

growth and watch the shifung bulge m the learming force. As Stanley £

Moses points oug, the past.decade, has matked an mtensifted corftpe-
tiion between the Core and the Petiphery The basic i issues of who
studies what, where' \\h(n. and undet whose direction must intensi-
fv 'The l’x'nphcn. as a set of nonrelated but formal dch\cn sys-
tenls. has always been designed 1o 1elade to new needs and 10 (hlmg,-
g cdug ational patterns and demands 1t could well be i a posttion
to tespond with vigorous mnovations to pmJC(lcd changes

However it will find itself in an increased struggle, both lmmndr;
among @s many component patts and externally with the Cork, for
scarce doflat resources As a continued ()\crsuppl) of college*gradu-

ates areates needs for various lldll)ll)!., and l(‘lldll)ln!, ()(IC‘S Jllrlbdl(-*

tional disputes between Core and, Periphery will intensify and it <an
be anudpated that battles will be waged over such issues as accredita-
ll()n. cettification. educandnal (ununun\. and cost- cﬁcul\cncss

w hat hd[)l)( ns to the adult lmlnc in the midst of these oli.,.uum-
tonal struggles® 1 he tetreat of the leainer into the home, as already
demonstiated by Coolican, mayv not ‘A onhy a funcuon of choice, it
may be a necessit Carl Foghsh, a noted educator of adults in the
State of Vermont, asserts shat an adult’s life 1evolves primarily
aound home and work, and that “Home is the only place open
twenty-four Kours a dav ™ Vermont's 1975 State plan for adult edu-
cation mgisted that, 1o be effective; somehow adult education must fit |

into and pethaps even become a part of an adult's “ndtural™life pat--

terns at home ot ay work (Vermoht, 1975) Adult education, that
does not fit into this gep of alieady established p.mclm will dl\\(l\s be
in competition with some; other M requirement mlpmcd upon the

adult, % . -

. - ‘ ] 4
A r.uq,c"ﬂ‘ho%l opuons is suggested  These mdcdude home
Ctutors, literacy valudeers, and kitchen dasses The 1975 Vermont
‘plan foresaw ((mup/m(h nee matcraly, ((1(;)]1@1(* linkagés, and Inn-
tted Jocal media networks meerloc hing to support these activities,

\xupplcnwmcd by drop-m l(.nnm;, centers (Seealso, Bobbit and

O
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- the fﬁ‘_st priority for, most poor, undeteducated adults They have
' other pressing Famediate needs. 1 one 18 gy, sicks or cold.
learning to read wr” write is pretty fow on the prionity fist: Reading,
writing, and increased hnowledge can produce long-range Henefits,
but these are hard to petceive when present problems ate over-
whelming. . . &
: One out “of five American adults lacks the skills and knowledge
needed to function effectively” in the basic dav-to-dav stiaggle to
.- make afiving and to maintain a home and a familv This asseftion is
based on a 4-year investigation, nattona in scope. of the competen-
cies of adults to function effectivehTin the world of today (Universiy
of Texas, 1975). )

If functional competency is viewed a “the ability to use shalls and
knowledge needed to meet the requirements of adult Ining.” then it
is possible to describe sets of coping SKills covering categories which
spcak to the problems of confronting the 1eal world There catego-
ries are: .

* Occupational knowledge
+ Consumer, e(onomics
. ¢ * Government and law . -
* Health care
- * Comimunity resources

N .
_ The 1975 study established a list of 63 objectives centered on the
ability to cope, and tested adult profmiency levels agamst these skills,
A While the tradittonal emphasis remains on teading, writing, compu-
tation, communication, and problém-solving skills, the shift in focus
suggested by this set of whvestigations is to implement gpedific learn-
ing activities for adults directly related to the life skills required for
existing in. today’s world. What, then, of the world of tomotrow?

THE ULTIMATE\BARRIER

Clearly this disc ussion has demanstrated that, before all others, the
ultimate batrier for adults who want to léan is a coneeptual one,
Most educators tend to mean s h()nlin&; when thev speak of educa-
tion, and education when they speak of learning Conversely, most
adult§Seem to actually want the experience of learning when they

) approach education, and they often discover that access to-education
means schooling. . -

Paul Lengiand, a mentber of the Searetariat of UNESCO in Raris
who has written extensively on the problems of adult education,
summarizes the tesulting diletma .

. For mne persous out of ten education means school, an activi-
ty of a patticular nature expréssed in terms of curricula, meth-
ads, :m(H speaalised staff—a world apart which can only be de-
scribed i an epithet pecular to itself, s holastic.™ School i a

39 )
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ance, aceess to self-initiated  program

/\ -
parenthesis in life, with its entrances and exits. On entry the
pupil puts on the gath of the schoolboy, to be shed at the time
of departire. We can understand why adults hesitate to play this
game, and why onlv the ones who acept are those driven by
need ot oblication, génerallh of an economic or professional
character

-
~

(Lengrand, 1975)

This conceptual barrier 1s pervasive and primary Perhaps it could
be circumvented, if not rtemoved, if we as a profession of educators
were to begin to tecognize it and deal with it It is not the adult
population which v going to reorganize the present situation mnto
some workable conceptual frame

Que imtial step toward a solutton of the conceptual battier to
adult educafon and lifelong learning might be to identify and sup-
p()rr.u least three dasses of adult learners. those who want to be in-
sttucted, those who want to become educatéd, and those who want
to leatn Tt is possible to suggest that educators are best at furnishing
programs and providers, to some level of formality, 'fm‘th()se who
want instrucion. . . ~ .

Educators ar¢ less able to confronythe Niddle group who dcs?re’
an education. they are apt to think this grodp needs external control
when what these learners most often wantfis a provision for guid-
: a method for demon-
strating accomplishment if and when they choose to do so. Educators
might be able to service this group usefullv if they carr resist the
overwhelming temptation to institutionalize these educational objec-
tives. At least, todav, some useful pilot investigations and “activities
are occurring in this area (.f Cavert, 1975). o

Finallv, it is necessary to urge that the last group of would-be

'lcarners—prob.\bl\ the largest group m our total population, if .we

are persuaded by Coolican’s svnthesis of the most recent data
people who should be left alone Ninety-tiine
are tramed to insist upon active mtervens
ing is taking place The thought of adoptmig a posture of nonaction
is most likely un.ucbptdblc But careful consideration of this possibil-
ity, on the level of public policy, must be a major part of the educa-
tor's dclil)cm.n()n. - '

are
f 100 educators

T .-

It is not to be inferred that “leaving people. alone to learn™ means )
abandonment Far from it. Faciltation of learning through counsel-
ing and g\qidan(c, access to tésources, and the development of
meaningful support mechanisoms still“exist “as requirements for most
self-initiated learnmg. Consequently, these tepresent barriers that
can be removed  Community-based public libranies have already
seized the imuauye m this arca (¢ f Fyster €1973), and “Library Re#*
search & Demonstiation Program.” FY, 75 Abstracts, Septemben
1975). -

N . ¥

33
42 = -




O

ERIC

Aruitoxt provided by Eic:

- ~ -
. .

What cannot be done, however, is to hide these bartiers by .erect-
ing more significant hurdles in front of adults by organizing and in-
stitutionalizing self-initiated learning. It would then become:just an-
other part of the “education business,” and the general population
would no doubt continue, as they always have, to vote with their feet
against it. . R

What is called for here is recognition and support of certain major
undertakings of our total population outside the educational appara-
tus as it exists today. Learning goes on: it cannot be stopped. It can,
however, be thwarted, diverted, or controlled. Educators have these
choics. Or they can discover ways to facilitate leacrning.*They can
examine methods whereby they might not only get out of the learn-
er's way, but also actually make the learner’s path straight and
smpoth. Such a path does not need hurdles, turn-stiles, or gates; it
does not require visas for access, titket takers, umekeepers, or exit
signs to make 1t into’a legitimate passagéway through the halls of
learning

Stanley Moses reminds us that the universe of learning and educa:
tional participation is far broader than anything conceived within the
narrow constructs of our present approaches. At times when tradi-
tional notions are most susceptible’ to challenge, the reality of the
world serves to shatter rigidities and.forces us to plan ways to mend
the cracks and gaps thus revealeds Patricia Coolican identifies for us
the fundamental issue in determining the future for adult learning
in this country by quoting a question asked by Michael Marien:

.

Is education to be organized around institutions, credit, and
credentials, or 1s education to be organized around learners in
an optimal sgstem for distributing knowledge and encouraging

its utilization e

-~

We must regaid this pot only as our central question. but also as our

‘most pressing problem. Can we dC\o'clo;i a concept of lifelong learn-

ing*thatwill lead us toward a new solution?

-
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IV. Lifelong Learning: A Conceptual Frame
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At a-meeting of experts in™Raris in “August 1974, the, topic “Basic
Cycle of Study” was addressed WINESCO ED/74. 1974). Although
the prevccupation among at least thesEuropean participants was in
matching educatiorr and educational delivexy systems to job- and- civ-
ic-related adult undertakirggg, the concept of ayde of study was seen
by ‘definitionr as *“a first phase of the educationa “process in_the

. perspective of life-long education.”  » . o

The concept was then addressed in‘the sense of “recurrent educa-.
tion,” a usage ‘developed in the Etropean context to denote a multi-
level provision of education which may be either terminal at dny
points for those who leave to enter the world of workand socfal ac-
tivity, or preparatory at eath stage for those who aspire to further
educatiop. This view'of multiple lavels is intendéd to contravene the
typica¥ system whereby many suctessive lévels of education are for-
mally available, but each with its own objectives and terminus and
each with little or no relationship or interface with surrounding lev-
els. Thus, the concept of “cycle of stady” is not meant to invoke a
total scheme encompassing independent programs and serving dis-

, crete popblations; rather, it i5 1o be conceived as an educational
umbrella for both children and adults that gives them access to edu-
cation at any level for which thes are qualified and have determinéd

*la need. . - \

This proposal by a UNESCO fask group for adopting a view of a
basic cycle of study lies at the base of .an emergjng concept of life-
long learning. The image of a cycle is one that generates an attitude
toward-learning which >pans the entire intgnal between the cradle
and the grave and then repdats: it is an intergenerational ideal, en-
compassing all ages. : ) .

Fhus, at the outset, we must declare as invalid any usage of the
term “lifelong'learning” as a synonym for adult education:
. : .

Y
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... we by no means identify lifelong educatiorr with adult edu- -
cation as, t6 our regret, is so often’ done. Why, after all, invent a
new name for something already well designated'and identified
by the term in use? Why add yet another ‘term, albeit with dif-
ferent shades of meaning, to t{m already lengthy list of expres-
sions such as popular education sor culture, mass education,
community. development, basic educaydn, and so on. There 1s
enough confusion ‘already.

’ (Lengrand, 1975).

N N . . . . . -

. Aduft education is unimpaired, howevet: it simply becomes a part of
a larger conceptual frame, together with other aspects of organized
-educal? '

What we n by lifelong education is a series of very specific
ideas, experiments, and achievements, n other words, education
in the fuﬁ sense of the word, includin§ as its aspects and dimen-
sions, its uninterrupted development from the first moments of
life to the very last and the very close, organic interrelationship

- between the various points and successive phases in its develop-
ment. e

.(Lengrand, ibidem.)

- . This broad inclusion of all aspects of organized and institutional

' - educational endeavors is further broadened by also énveloping all of
the informal modes of education. John Gardner speaks to this view

of education which goes-beyond any formal system by asserting that

the ultimate educational goal is to shift the responsibility for the

pursuit of learning to the individual. He notes that we have “an odd
.conviction ‘that education is what goes on in school buildings and
nowhere else. Not only does education continue ,when schooling

ends -..it in fact incorporates the world and life itself.”"(Gardner,

i 1963;) < v
- Another UNESCO working paper, “The Content of Education in
the Context of Life-Long Education,” develops this ideal at length. It
is worth quoting the whole of its argunrent: -
“ - ’ . v Ly ¢
. . The ‘concept _of lifé-longheducation has its ingins in the\ dis-
want past, and féatures in the works of a large ‘number. of )S-

_ophers and educators. hut in its 1ecent form it stems from the
“practice of adult education and from the ideas to which this has
/ iven rise; it is therefore bound up with the desire to meet, the
growing demand for education which is characteristic or our age
and with a movement in favour o democratizatiorfwhich entails
ot only general access to education but also equality of oppor-
tunity, toie achieved ‘through education whicti 1s adapted torthe -
. aspirations, the characteristics, and the needs of the different
4 age groups and the various soClo-economic and occupational
; ~  categories. The “life-long education” approach is also associated -
with the fact, which has already been referred to, that as sekool |
.systems, for obvious regsons of finance,’canfot ineet the whole

, ’ . : P,
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- of the demand for edugaton, it is essential 1o deplov all the
*educational resources of ociety to this end ¢
Added to this is the fact, firstly, that i a societs dominated by
R the“ahlmd:mcc_‘zmgl. vartety of communic alon media ‘and mes-
> sages. it-s plain that knowledge. values. attitudes and skills are
, mereasingly bemg acquited and moylded outside school Sec-

ondly, juet as educatioh iv'not mediated soleh th the Scholastic
mstitution, it iy also not resticeed in tme to the penad of full-
time- schooling but, on the contrary. extends over the entne
span of human life and is thus, in temporal terms, a continuing
. process as well as being i social and spattal terms, a global proc-
QSs
The increase in the voliime ot I\nn\\lcdgc and the m(rc.nxmgl\
tapid obsolescence of what s learnt make it npossible o restet
lmrnmg to the period of « hooling. and compel the individual
«to supplement and renew his knowledge thioughout his hfe,
both as regards gcm‘ml cducation and a3 regards profesaonal
quahfications This mphies a far-reac hing change in the goals
and modalities of the educatonal process; education ceases to be -
. identified with a particular period of hfe which differs from sub- :
, sequent phases. and 1s no longer even regarded as a preparation
for life- educanon and hfe are mum.tels bound up with 'one

-

another o .
. oa s T J .- -
(F9.and €10, in UNBSCO. "W thing Paper . 1973)
We see the condept of hifelong le, ‘nig ghing form fiom these
several contributions It becowmes even Ydeat F when we examine the
summary prepared by RH Dave (1973) Which he dev eloped on the
basis of exammgng extant literatue on lifclong learning From a
multitude of sources, Dave traces Ll)(}'(()mm(m themes which cu-
mulate sigmificantly enough throughsthe hteratme to represent con-
SeItN - : . .
+* - ¢ -

L]

- .

. lc(}\lm:\g does not sttt at the beginnnig of formal hooling

and et completed at s insh, but i~ « Lifclong pracess
-* Lifelong learning v not restiicred to brid sing education, 1e-
antent gduycatw?, o adult educ atioun ?’l encompasses  all
’ Hformy of organized education ‘ .
“ Lifeloitg learmng indudes both formal and mformdl educa-
©tional models, both planned leamng and comadentat learning, .
Lhe home plavs a decnine but ehrsive part m starting and con-
tinuing the process of hfelong lear nimg.
R p The community afso has an mportant 1ole i hiclong learnmg:
* from the moment when the child and the communm ol o
' influence each other A .
t ducational “mstitunions such as schools, the unnersity and
other cdicational centers are naturally, of preat importance
for Iifelong learnimg. but onh as‘ong part of the factors that
. anfluence it : . .
* In conuast” 1o the formd of education that lead (6 a selecton
. of an clite. bfelong learning chcompasses all categones and
. represeuts a demaoctatizanon of education

: ;5'746 - , E
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» Llifelong learning is characterized by flexibility and an abun-
dance of content, study materials, study technié
. ing occasions. . _ N
+ + Lifelong learning should be included in, everyStage of a per-
son’s life, so that maturity and a feeling of self-realization is
. . achieved for this stage and so that the individual prepares for
the next stage in order to improve the quality of lgis personal,
" social, and professional life.
..* Lifelor}y learning should function as an effective .tool for
* change. It sh‘oulc? lead to an inprovemeént of the conditions of
life and the quality of life and should stimulate the individual
into 4n active commitment and participation. ..
* The implications of the term “quality of life” depends onhe
society’s system of -values It depencf; among other thir?‘gon
the political system, social {raditions, economic conditiorfs, and
. the general fqelin{; of what a “good life” represents. The ulti-
rhate goal for lifelong learning ig to uphold and inprove the
quality of life. ~ - .
\ T [ .

-
>

.

We are indebted to R.H. Dave for drawing together the varioys
threads which have been running throughout_our analysis of the
implications of lifelong learning. We began by examining # view of
the cycle of education; we can now see that the mears for relating this
cydle to the world at farge is to place it within that wotld rather than
segregating it as a “non-worldlyy institutionalized experience. We are
“falled upon to relate school tq,out-of-school and community experi-
ences, to establish a two-way relationship between education and so-
ciety, and to root this relationship deeply within the social, cultural,
and physical environment of the individual, ~child and adult,
throughout all of the, stages of the lifespan N
- . The, main and overriding aim of Lthis concept is to énable each

. persor_to “take charge” of his or her life. Qur objéctives thus in-
clude the development of individual potential, social participation,
citizenship, and ,an investment 1n continued lifelong educational
\ undertakings. The achievement of ‘these objectives should underlie

-any scheme for the implementation of a concept of lifelong learning.

ues, and leagn-— -’

The implications for any such implementation are, of course, pro-

¢ . found: . . ; .

.
_— » N

it should be noted i this conpection that-the philosophy of
education which is here offered as a framework for the discus-
siort necessarily implies a tenovation of the structures of educa-
tion &ystems—and this is something which UNESCO is endeav-

. . oring to promote. Indeed, in order to satisfy the demand for

(P o miaeducation made by the various groups (in soaez). it is necessary
_ to set up and assemble complete, flexible, and diversified educa-
% tional structures which” mobilize all the formal and informal

educational resources’of the community and together form a

*e

coherent system affording contiguity both vertically and horizon;/\

- - tally. .
' ! (UNESCO “"Working Papet ..." 1975)
-
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The UNESCO position points the way toward a learning society
wherein all of the areas of educational organization and activity are

coordinated, interactive, and open. Lhey are permeable and linked ~
to life itself. **

v

The principle that education, in Jahn Gardner’s words, is.“the
world and life itself” is a noble one, more easily acknowledged than
applied. It may well be virtually impossible to implement in the face
of established educational organizations as ‘they now exist. -

The one sector most suscegtible to change, it would seem, is edu- .
cation for adults. This vague*domain has not yet become as rigidly
.’ organized or heavily institutionalized as have other sectors. It is in '*
grave danger of becoming so. However, we still have an opportunity
to>develop policies for adult education which will be deliberately
transitional, opening the way toward lif®¥ng learning.

This_i™\an irtriguing notion. We could “rear-load” the present
' froquloaded system with a new concept for hfelong learning upon
which“we could base present and future planning for adult ‘educa-
tion. If this movement were to gather strength' and constituents it
might be able’to tip the balance toward a need for rethinking and
perhaps even remodeling, if not reconstruction, of the present edu-
cational edifice. ' ‘ )

_, The argument comes down to this, then: adult education, because
of its_very la(_:}gof consolidation and deéfiniteness, offers us an ideal
opportunity to transform it into a means to a further end, that of
x lifelong learning. It is a beguiling prospect, if we can divest ourselves N

.. of our current preoccupation with “professionalizing” the education

of adults in order to legitinate this endeavor as a “field.” .

- The real educational innovations of our yme have been in-
troduced in this field of adult education. It was here that group, .
.work replgced the exclusive use of formal lectures, lessons, and~
exercises. Adult- education, except where it is only a substitute
for and a complement to school education, shuns the{idea of *
marks, positions, punishments and rewards and all that clutter
“from a %Oygone age which our schools still harbour. Education
. shéws through here in its true light as a protess of exchange .
- and dialogue in which each participates and. contributes accord.-
ing to what"he is and to his specific acquirements and talents,
. + hot according to set patterns. There is no selectiory, which is a ,
brutal and wasteful procéss, nor are there any examinations and <
certificates which distort the teaching process and-impair- the
» normal development of the personality’ through “fear of
» failure . . ; In.a word, adult education, at least whérever it is giy-

.+ . enits head and does not have alien ‘pattérns imposed .on . )
professional, political, or partisan reasons, ls{;ducanon, 03 ‘
dom, for freedom, and by freedom. 4 : .

’ (Lengrang ,
. L ‘

‘Can we not give some thought o this exhortation?’ }

. 2 e L Coso .
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The following documents furnished the driginal input for prepa-
ration of “A Synthesis of Selected Manuscripts About the Edycation
of Adults in the United States.” Unless otherwise noted. all manu-
scripts were devéloped under contract for the Bureau of Occupa- &
tional andl Adult Education and are unpublished". T

Each writer, in turn, offers a.bibliograph$. Of these sources, some
have been cited in this publication and are incorporated int6 the list
of “Secondaty Sources.” These secondary citations do not, of course, .
exhaust the driginal bibliographies of the primary manuscriptg;- full
bibliographies for each of the major study documents are available

upon request. . -t

‘

. 4 . Sy
MANUSCRIPTS USED AS PRIMARY SOURCES -

Fred L.<#fdwmn, “Resources, the Environment. and the Euture of Adult kducag
ton " Educauonal Policy Research Center, Syracuse Unneraty, 1975 .
Patricia™™M  Coolicaft, "Self-Planned Learning Imphcations for the Future of Adult

Education * An addendum to the 1974 paper The University of West Virgimia, 1975

Roger DeCrow. “Programs and Providers of Adult Education A National Over- *
view ” Written on behalf of the Adult Education Assocation of the U S AL 1975
JUEH Ellsworth, “Notes on theeAdequacyof Local Delivery Systems ™
o —=——. "Dollar Vylue of FemIlc Houschold Work 19792 and 2000~
———. "Sell-Planned Learning—Total Hours Fapended % \
———. ‘'Literacy and Adult Learning Needs * !
. "Current Trends in the Rettaming/Reentry of Women [nto the Labor

Force™ EPRC. Syracuse University, 1975 .
Slanicfv/\j Grabowski, “Evaluation of Results of Adult Fearmng "“Newton Centre,
Mass , £975 .+
John | Hudder, “The Allocation of Time and Its l{npluah’&ns for Adult Parua-
pation in Learning Activities,” EPRC, Syracuse University, 1975

Norman D Kurland andllucy T Comly, “.\léjorjPrthcms in Adult Education.”

v

"Albany, Ney York Statd Education Department, 1975 » .
. B 4]
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David E Mathieson, “Some American Demogriphic Projections 1975-2000." "
. ’ , “Changing Agtitudes Towards A merjcan Educatioh. -
. ———. “The Pay-off in Aduh Basic Educauon 1965-74 " EPRC, Syracuse Umversuy
1975. '
A

Stanley Moses, "The Learmng Force. 1975." New York,.Humer College, 1975 Y

Edward Lee Rosenthal, et al, “Legislation and*Regulation Affecting Lifelong Learn-
ing " School of Education, Harvard Umversity. 1975

Peter B. White, “linphcauons of (mnl{ncnmns Technology for Adult Educat-
_1on " EPRC, Syracuse University. 1975 ,

’ Warren L. Ziegler. “Central Issues  the Lifedong d.earning Concept " EPRC. Syra-
cuse University, 1975

o
.

In addition 10 the aforemenuoned manuscripts, it was necessary to
investigate additional sources of ipformation as well as offering se-

lected citations from the ()rlgmal d()uunents 1o substantiate certain
s ., areas of information. .

Billy Earl Askins. “The Effecuveness of Two Different L'ses of in Auto-Instrucuonadl -
Program o Feach the Use of the Air Force hiscal Account Suucture and Codes ™
- . Unpublished Doctoral Disseitauan. North Texas State Unnversity, 1967 198 pp

All)erl 5¥andur.x Prinaiples of Behavior Modification New York\Holl Rinehart,

S ', and Winston, 1969

<R G Barker. Ecological Psychology. Concepts and Methods for Sludymg the Envi-
< sonment of Human Behavior, Stanford. Calf Stanford Usverstty Press, 1968
' Peggy Beagle. “Factors Affecing Academic sAchievement of ;\dull Students En-
7’ S tolled m Ontario Lunersiy Gredit Courses ™ Unpuhhshed (“i.lslcrs) l)lssul.l,uun - &
. Lakehead Unnversiy, Ontario. Canada, 1970 81 pp .
,\ Helen Blackwood andt Curus Trent, “A (oﬁ\;nrlson of the Effectveness of Face to-
Face and Rempote Teaching . Communicaung Educational Informapioh to Adults *
¢ Manhattan, Kans  Kansas State Unnversity. October 1968 16 pp
& Norma Bobbut and Beatrice Paolucct, Home as a learning (elhfer East l,ansmg.

Mich \hchx;,an State Unnversity, 1975 : b .

Rayman W Bortner, Samuel S Dubm Davig F Huc(sch John Whnhnll Edors,

»\duhs As earners—Proceedings of a (onfm(n(( } hiversity Park, P Pcnnsyl\ama

State U nnely() 19714
Roger Boghigr, ‘Educational Parucipation .ln(? Didpout A l‘h(‘()r(-(ichl_Modcl "

/A' TEEffucifipn. Vol 23. o 4, 1973 Pp 255282 7,

A k Botwmicks (ogntne Proyesses i Maturity and Oy Age New Yurk Springer
. 1/ Puhl(shm O, 1967 z
o, }‘\mu R” Broschart. "Baruers 1o Adult lc.ﬂmrs in Higher Educaton ™ Unpub- M
A red i‘(hs.l\, Bosio ‘()H( ge, 1971 24 pp :
v Pﬁﬁn;lnd dedy Bn’?hnu etal. Ao Ovenview of Adult I‘duuutmg R(‘S(‘Jl(h ‘lshmg-,\\

fpw'l)( -\dulle;u.nlmu Asso \.y,loﬁ 1959 :
Buckléy and H M \\.ﬂ)&?& \lud:{ung CGlasstoom Bchmmr (‘“mpaxgn lll v

. f&h Press, Nm . i e
P’ Cavanagh and O Jones,* An by Iu.mun Ofahe £ ()nlr_}lmuou of a Program of Sclf-
Instruction 10 Managememnt Tidpng I’mgmmm(d l(.unufg and I‘du(‘nmn.}l Tech-

nolo?\ol 5. No 4.°1968 Pp 204,300 s ' »
\_ dward Cavert, ed Dcsqu Diversiy? 73 (x)n{z'rcnce l’roceedmgs Second *
: ~ Nagonal Confereme on (’})ehc Learning dhd \nmmdmonal Studs 1mcoln, Nehr, P
* o . Umnversity of M- Amenca, 1975 ¢ K 4 . <o, X
Arthur W Cowmbs, et al  The Professional I'*dmmmn of It’?lchers l’mslon Allyn
’ © and Bacon, 1974 (2d ed) ' 4; . h
. . v PN & B‘\ v - N
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H. P. Dachler and W. H. Mobley, “Construct Vahdation of an Expectancy-Instru-
| mentality-Task Goal Model of ' Work Motivation. Some Theorétical Boundary Condi-
tions.” Journal of Ap;)licd Psychology, 58, 1973. Pp. 3897-418
R. H. Dave, Lifelong Education and School Curriculunr. London. 1973.
Department of Education and $cience, England and Wales, "Educafion: A Frame-, -
work for Expansion. London: 1969. 3 ’ , - -
Francisq] DiVesta, “Information Processing in Adult learners ™ W. Bortner, et al,
ed , Adults,As Learners. University Park, Pa l’cu;lsyl\ ania State Umversuy_.lg74, Pp. ~
81-104. - N
S. S. Dubin‘and M Okun, "Imphcations of .L.earning Theortes—for- Adult Instruc-
tion.” Adult Education, Vol. 24, No 1, Fall 1973. Pp. 3-19) ‘_
- Evelyn Millis Duvall, "Aging Fanuly Members' Roles and Relanonships * Paper pre-
sented at White House Conference $n Aging. Dec 1, 1971 -
- . Family Developmemt Philadelphla ] B Lippmcot, 1971 (4thed) ‘

George W Eyster, Interrelating of Library and Bagic Education Services for Disad-
vantaged Adults: A Demonstration of Four Working Models Morehead. Ky.. Appa- . -
lachian Adult Education Center, 1973. Annual Report, Vold." !

C B Ferster, “Individuahzed Instruction n 3 large h?roduuory Psychology NN
Course.” The Psychological Record, Vol. 18, 1968. Pp 521-532.° ]

Fes(ing‘r. Caren, and Rivers, "The Effect of Attention on Brightness Con(r&l and —
Assimilation.” Amer. Jour of Psych 83, 2 (June 1970), 189-207 .

Funk & Wagnalls Standard College Dictionary New York Funk & Wagnalls, 1968

John W Gardner, Excellence Can We Be Equal and Excellent Too®> New York
Harper & Row, 1961

] W Getzels, Learning Theory and Classroom Practice m Adult Education Syra-
cuse: University College, Syracuse University, 1956 3 . L

M Guttentag, "Subjectvity and lts Use 1n Evaluation Research * Exaluation, Vol. 1,

| 3

No 2, 1973 Pp. 60-65 e
" D ’O. Hebb Pribram, Hebb, & Macdonald. "The Ghost*inr the Machme * Psych%loé- “ ,
ical Scené, Vol. 2 (September 1968), 28-43
. T. Hickey and ] | Spinetta. “Bridging Research and, Application * Gérontologist,
1974. . . , o~
Roger Hiemstra," The Qlder Aduit and\ Learning lancoln! Nebr, Umversity of
Nebraska, Departinent of Adult and Continuing Education, 4plcmber\1975
g Ernest R. Hilgard, Theories of Learning New York Appleton-Century-Crofys/, o
1956 (2d ed) . -

»

v -
Gynl Houle, “The Chengmg Goals of Educatton n the Perspective of lifelong

Learning.” =~ . , ¢
David F. Hulisch, m Bortner, et al (eds ), "Adults as Learners—Proceedings of a

Conference University Park, Pa _ Pennsylvana State Universuy,” 1974. AN

* J. M. Hunt, "Intelhgence and Experience " 1961
G. H Jamieson, "Learning and Retention A Comparisen Between_Programimed

-~ and- Discovery Learning at Two Age. s." Programmed lLearning Educational
Technology. Vol 8. No 1, January 1971 Pp 0 , -~

john W C Johnstone and Ramon | Rivera, Volteers for Learning. Aldme Pub-
lishing Co.. 1965.
Malcolm S Knowles, Higher Adult ‘Educauon m the United States. Washington,
D.C - Amencan Coundil on Education, 1969
Paul Lengrand, 4n Introduction to Lifelong Educatron Panis UNESCO Press, .
1975, also London* Croom Helm, 1975 - .
Libraty Research & Demonstration Program, “FY 75 Astracts ™ Washington, D.C
__U.S. Office of Education, September 1975 i :
A. AT Liveright and N Haygood (eds.), The Exeter Papers: Boston 1969.
D Barry Lumsden and Ronald H Sherron, Expc"rimcnlal Studies m Adult Learn-
ing and Memory. Washington, D C.' Hcmxsphcrc"Pubhshmg Corp, 1975 ' /\
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Michael Manien, "Bevond the Catnegie Commnsion “ Svracuse  Fducanonial Pohoy
Research Center, Sviacuse University, 1972 .
s
Abraham B Masloy, Motnauon and Personahits. New York Haper & Row, 1970

(2d ed.) e~

4
. Toward a Psychology of Being New York, Van Nostrand, 1962
Witham H Melelng and Frank B Nelwon, " The Influence of Pracuce Franfes and
Verbal Abtlity on Proframmed Instrucnon Performances * Washington, DC  Hum-

BRo, U'S Deparument of the Ax;m.._j.um.u\_l‘)ﬁh 21 pp ) ——

J G Nealls, et dl, “adudt Trammg The Use of Programmed Instruction ™ Occupa-
tional Psychology. Vol. 42. No 1. 1968 Pp 2331 :

Bernice 1 Neugarten, " The Developmental Processes of the Adult™ Addiédss -
Unpublnhed Manuy npt Bank Stieet Gollege of Fddcanon, Jan 9. 1967 .

O gauzanon for Paenomic ( o-operafion & Development, “Framework for Compre-
hensive Poliaes for Aduldt Fducaugen,” by The Educanon Commuee Pans 14 No-
vember 1975, ED (75) 10, Ist 1ey  RESTRIC IUFD .

Carl RogerssFreedoi to Learn Columbus, Ohto Chatles b Merll, 1969

B Rosenshme and W Furst, ™ Che Use of Direct Obseryatibn to Study  Teac hifg ™
Ch 5urR M W Iraners (ed j. Second Handbook of Research on Teachmg Chica-
go Rand McNally, 1973 *

Melvin BoSilbernan, et al (eds). Fhe Psschologs of Open Teac Ing and L earning
Boston hittle, Brown, 1972 .

B F Shnnet. Bovond Freeddm and Dignity. New York Mfred A Knopf. 1971
. — . “Fhe Technology of Teaching ™ New Yotk :\pplcl()n-(‘,cnuu(-(.ln(ls. 1968

Damel Solomon, Witham b Bezdeh, and farny Rosenberg, Teaching Stiles and
Iearnmg Chicago Center for tht Study of Diberal Fducanon for Adults, 1963

W R~ lorbert, fearnmg from I-,\pgncn(i- New York Columbua University. Press,
1979 .

Alan Tough, “Fhe Adults Learmng Projecs A Fresh Approach 1o Theory and
Pracnce” m Adult Tearmng ™ Fotonto  Ontarto instiute for Studies, m kducation, x
r1‘3'7‘*1 (Research m Edudation Senes, No B * * o -

Rabert MW Tiavery, “Conference Syvnthests Remarks,” Conference on Adults as
fearnets. held at the Pennsvhvama State L nversty m \1.1\_.1121;&_1)_“!)115!10(] m Bort-
net, et al (edv), Adults As Tearners Unnveran Park, Pa  Pennsylvanu State L'ln\"?r-
suv, 1074 5 " ;

UNESCO. Development 3 Adult Fducation ” Pars 26 \\‘lgll\l 1975, FD/MD37

—e— ISCED Handbook  United kingdom (England and Wales) ™ Pgis UNES-
(O Ofhce of Statiytics, December 1973 CSR k12 )

. "Meeting of Fxperts on the Basic Cavdle of Study ™ Paris UNESC
August 19714 FD™ 1t Conf 6925 7 3 .

. ‘Waorkmg Paper, \Yu‘-nngl of Fxperts on the” Content of Fducagion i the

2

~ Context of hife-long Fgm',umn " Pans B September 1975 Distnbution Limsted,, Orig
5

French

Kunersity of Lennesee Depattiment of Contimuing and .nghcr Fducation, “Adult
Tearmng #rojeas A Study of Adult Tearmng Uthan and Rural Lennessee ™ Knox-
vlle, Tenn Unnersnv of Lennessee, 1971 '

Unnersity of Texas at Austin, Dinvision of Fxtenston, “Adult Funcnonal Competen-
o A Suntmary T Ausun, Tex  Lnnersity of Texas. March 1975 np

Vermont, State Departmtent of Adult Fducanon, “verfnont Adult Fducation State
Plan, 1976 " Montpeher, 1 Adult Fducauon Report, Vol 11, No 1. Apnl 1973

Coohe A erner and Catherme v Davidson, Phyvsiologu al Factors m Adddle T earing
and lns‘uu(‘uml [allahassee  Florida State Unnersity, 1971
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“This section outlines an overview of adult learning as it is ex-
‘pressed by the writers whose studies have been examined. This ab-
stract’ was developed from the descriptions of current practices by
Roger DeCrow, Stanley Moses, Kurland and Comly, and David Ma-
thieson, together with other re?é\‘mt information from the entire set
of documents. - '

.
I Pragram Domains (defimuons and descniptions of areas of adult education)
A Basic avgd: Secondary
I sAdult Basie Education attempts 1o support achieveinent of funcuonal Iitera-
O.with prumary taget on those with less than grade' ¥ attamment i
2 Movement toward programs Lased upon coping needs of daily hfe
B Occupational gnd Vocatnonal Traming .
1 By far the most extensive, both poprlaton cc:&'d and movartety of serv-?
ices
2 E'mploycls m community tend to form dose and sy mbiot ?cl.mnmllxlps with
voctech traming. trade sghools, and vocawonal programs both at secondary
and postsecofidary levels
" . C Higher Adult Edutation

.

¢ I Unnersity extension, evening colleges, and community colleges usecistom-
ary aritenion of appropriateness serous and sustamed learning with appro-
prately required faculty or sersices of higher education. o .
2 May be aither degree or nondegree m orentation, usually approached by
, adults on part-time basis . . -
D Contpng Fducanion for Professions and Management 4 ~ o
A Aglvent of formal tequuements for contmung professional ((’:mh(.umns

ad to both Core and Peniphery program implementanon )
. ‘ 2 Growth of State .m</Lm professional association’s control and acereditation
E Labor Educaton i
* 1 Nocountgrpart (& iberal education of working dasses as in Great Britam or
Scandinavia
. 2 American trade umons sponsor and provide progrdins focused on leader-
ship tramng. Worker access to education subject of comract negotiation
F Community and Social Action .
I Educadonal undertakings otented around issues or personal pursuits
2 Pend to be ad hoc, mformal, disconunuous

«
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I1. Major Providers (ranked in order of magﬁi(udc of estimated users) "
5 + A. Mass Media - " oW
. 1 Foremost both in role as formal educa(ighal tool and as umintengonal agent
‘ Nor socialization. . o~ .
" 2. Lack of definitive and broad evaluative studies ‘of impact, effectiveness
B. Employers and Work Settings . v,
1. Miltary most sophisucated educauonal delivery system 1n the country, with
” “supporuing research and development unknown/unused elsewhere o -
) Major mdustries and corporations conduct programs as a function of em-
. . : ployment, includes on-the-job-training and formal programs, using n-house “
personhel as teachers and trainers ,
T 3. Although data 15 unrehiable, best guess estunates ndicate that of 600 largest
corporauons, 61 to 88 percent offer equcational programs
C. Proprietary Schools ’ . . v
1 Both onsite and correspondence techmques, fughly developed over l%ls-"‘.j‘
: tary, provides occupational and personal development tra ing sy ﬁ‘_'@ M
, 2 ‘Bes( éstmates indicate this sector’s full-ume equivalent enrollment (FTE) |
A -~ may total more than the number of pubhc and prirate secondary and post- -
» secandary adult students s
D Higher Education X ) ' Lo g
1. Tradional farmal role as educator for adults jn d{gree programs i
T 9 Trend of opening up facthués and Services ta comn\nity needs ’ ;
. T \\F, Coaperauve and Extension Services . H
1. Historically allied and developed from land-grant suiyuons and"U'S Re: u.‘}
e - -parfment-of- Agrculture , , 7 Lt ’ .
. 2 Base m communthes and populations sen‘cji_ program planmng works fram
. * grass roots up with wide atizen parucipatron 1 operations -,
3 Todas m urban dnd suburban locales as well as rural, no longer excl'usivtély
4-H and agxirul(uml’humcnmker oriented . |
. 4 Abihity to mobilize massive voluntary efforts.with minnhum {ull-unie staffs ‘
’ . F Puohlic $chools T
' 1 Some direct acegss programs using school sites. exther conducted by school .
. organization and personnel or used by other providers *
2 frend for use as commumity resource center, mduding programs for elderly
. and reured ’ - - :
. o 3 Often overlooked 4s adult contact w?(h school vicariously thraugh children )
G. Other Agenaes as Providers of Adult kearning Expenences .
1 Community setvices, including hbraries. museums. park and recreation wn-
P N b ters * .

4 Churches and religious argantzauons are deeply mvolved 1 community
—services and achep~programs, trends mdude development as community
centers with range from c&:ld care to clderly care, most with edfica Q}al

components . ; ’
3 Specialized protiders nclude health and welfare, agencies, Ameriah Red
Cross. YWC A and YMCA. philanthropic agencies, associations for the flder-
ly, and fraternal or mterest-oriented groups such as Ratary and the |i
4 American hfe 1s avened by voluntary associatl partigé,- clubs.

. and spec 1al mterest groups. most turn o educational pursuits
111 *The Iearmg Force . ' * g
A Core and Peniphery - e ;
B 1 Core of primary, secondary, and postsecondary formal cduca(mna! under-
takings which hnut access to_those with prior Core-gamned credentials,basic- -~
prumary-sccondary level 1s compulsory m this country {o age 16, and pubhc
N

: sector version s “free ™ N R P

. .
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Periphery of formal institutional educational delisery sistems, mcluding
pubhc, private. and proprietary. no coordmation. muitiple aims. programs,
objecuves, chent pools, with access asvatlable to most without prior credentials
but many programs are costly.

Considered together, Core and Periphery population involvement euec(?s’
those in the labor force, thus, education 15 one of the central mdustries of
society today

«
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